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ABSTRACT
Teacher Leadership: A Delphi Study, Critical Leadership Skills and Personal
Dispositions Necessary for Teacher Leaders to Effectively Lead Educational Change
Initiatives in TK-12 Public Schools
by Jennifer E. Larson
Purpose: The purpose of this mixed-method Delphi study was to identify and rate the
most important leadership skills and personal dispositions that effective teacher leaders
use in leading educational change initiatives based on the Center for Strengthening the
Teaching Profession (CSTP) Teacher Leadership Skills Framework. Additionally, this
study explored how effective teacher leaders describe the leadership skills and personal
dispositions that are most important in leading education change initiatives.
Methodology: This mixed method Delphi study identified and described the most critical
leadership skills and personal dispositions used by expert teacher leaders in public
schools in Sonoma and Marin County. Round one employed an open-ended questionnaire
asking experts to name critical leadership skills and personal dispositions used in leading
educational change initiatives. In round two, participants rated the responses based on
personal experience. Round three was an individual interview for participants to provide
a descriptive analysis of the results.
Findings: The analysis of data identified six leadership skills and five personal
dispositions:
Leadership Skills
• Building trusting relationships
• Advocates equity, access, and opportunity for students
• Strong collaborative/facilitation skills
• Creates a safe environment, navigates discomfort
• Shows care, support, kindness, and respect
vi

•

Builds relationships through communication

Personal Dispositions
• Has courage and commitment to ask hard questions, challenge assumptions, and
advocate
• Self-reflective, empathetic, and compassionate
• Commits to academic growth of all students to close the opportunity gap
• Reliable
• Is willing to risk and try new strategies and techniques to reach all students
Conclusions: The findings from this study supported three conclusions.
1. Schools and districts developing teacher leaders must prioritize supporting the six
leadership skills and five personal dispositions identified.
2. Building relationships is the most vital aspect of effective teacher leadership.
3. Schools and districts must create opportunities for teachers to take on leadership
roles in order for educational change initiatives to take root.
Recommendations: There are eight recommendations for further research: elementary
vs. secondary teachers; length of tenure in the classroom; the impact of the COVID-19
pandemic, leadership training models, regions of the state and/or nation, teachers with
careers only in education vs. those who came from other industries, the perspective of
administrators.
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CHAPTER I: INTRODUCTION
For decades, the responsibilities of schools have expanded to tackle everything
from student achievement to drug and alcohol counseling and the social-emotional wellbeing of America’s youth. In addition, there is an expansive belief that education could
be a key driving force for improving the economy, bringing an end to the inequalities in
society, and narrowing the gap between the current workforce and what employers of the
21st century need (California Department of Education, 2021; McDonald, 2014). The
challenge, however, is that the system of education is difficult to change and even
referred to as “resistant to reform, almost reform-proof” (C. M. Payne & Kaba, 2007,
p. 30 ). One trend that has emerged in the analysis of schools and districts that have
successfully implemented positive and lasting change is the application of teacher
leadership. In 2005, Michael Fullan asserted that a critical key to school reform is teacher
leadership and the research since his original statement in 2005 has continued to confirm
his belief.
Teachers view themselves as experts in the areas of instructional practices, child
development, and their content areas. Ironically, however, they rarely identify themselves
as leaders of educational change or of adult learners (Lambert et al., 2007). This is not
surprising because few teacher training programs embrace leadership as a key component
of study. According to Lowery-Moore et al. (2016), “Teacher preparation programs need
to assist teachers in developing confidence and professional identity as teacher leaders
willing to be problem-solvers, change agents, and mentors who experience a high degree
of professional and personal satisfaction” (p. 5). Teacher leadership is viable not only as a
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strategy for addressing school reform but also for increasing teacher professionalism and
expertise (Killion et al., 2016).
Teachers have long been called on for representation and input but have recently
been viewed only as leaders capable of enduring system change (Killion et al., 2016).
Empowering the people closest to the work and supporting them with explicit leadership
training is one of the most impactful yet least used strategies to shift culture and practice
(Goldring & Greenfield, 2002). As public education strives to tackle the societal demands
of the world today, teachers need to not only be prepared to facilitate an instructional
environment aligned with the 21st-century learning skills but also be supported in
becoming recognized leaders in the organizations they serve.
Although there is an expansive body of research supporting the role teacher
leaders can play in making the lasting, system-wide change that public education needs,
little progress has been made in the study of how to best develop teacher leaders
(Anderson & Ackerman Anderson, 2010; DuFour & Marzano, 2011; Marzano et al.,
2005; Reeves, 2008). After a decade-long review of literature about teacher leadership,
York-Barr and Duke’s (2004) research discovered this body of knowledge to have
remained relatively unchanged. Further, the majority of research in the area of teacher
leadership is descriptive in nature and reports primarily on its impact on the
implementation of school reform efforts (York-Barr & Duke, 2004). A case has been
made and well affirmed by research that building the capacity of teacher leaders is
paramount to the future of public education. Therefore, this study meets the call to action
for explanatory research that identifies the skills and dispositions that are most vital to
develop and support in teacher leaders.
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Background
Educational Change for the 21st Century
The call for change in America’s public schools has been echoed for decades.
From the 1983 publishing of A Nation at Risk by the National Commission on
Educational Excellence to the 2002 implementation of the No Child Left Behind (NCLB)
Act and the Partnership for 21st Century Skills’ Framework released in 2011, education
has been the focus of numerous change initiatives. Throughout each historical reform
movement, teachers have remained central to the work and outcomes.
The 21st century brought profound advances in technology that revolutionized
every aspect of civilization. From the economy and modern business models to
communication and access to information, the turn of the century has created an
environment that demands innovation and the desire to change. These demands paired
with the emergence of social media and smart devices have redefined the expectations for
the learning that must occur in today’s TK–12 public schools (Young & Sauter, 2020).
The education students received prioritized and delivered 50 years ago no longer prepares
students for success in college, career, or even modern citizenship (Partnership for 21st
Century Skills, 2011; National Education Association, n.d.).
The transformation from an organization whose primary responsibility has
historically been the offering of core academic subjects to a system capable of designing
personalized learning experiences that mirror the 21st-century global workplace has been
an arduous and daunting task for America’s public schools (Darling-Hammond, 1992).
Change of this magnitude requires shifts in leadership structures, organization systems,
school culture, classroom environments, resources for students and staff, mindset, and
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most importantly, training and development of teachers (Anderson & Ackerman
Anderson, 2010). Without teachers at the helm informing and directing these changes,
education will continue to lag behind the industries depending on it to produce a
workforce capable of guiding the future (Petersen, 2016). It is for this reason, Fullan
(2005) emphasized that teacher leaders are imperative for successful and lasting change
in education.
Leadership in Education
For decades, public education in America has been the target of criticism for its
inability to update traditional practices, keep up with modern industry shifts, or produce
the results expected by its citizens. Similar to the world of business, leadership practices
and roles used in public education must adapt to meet the needs of today’s society to
remain effective.
Public education is constructed of multiple layers of governance and leadership
from the federal level to the state, then each school district, and finally the individual
schools, each of which is reliant on the others for optimal success (Chen, 2022). The
federal government provides oversight of four primary functions within the system:
funding policies, data collection, research documenting national level challenges, and the
enforcement of laws pertaining to discrimination (U.S. Department of Education, 2012).
From that point, each individual state government is responsible for allocating funds,
regulating and determining state standards for assessment and curriculum, providing
oversight of special education services, monitoring compliance with requirements for
schools and staff, and selecting board members (U.S. Department of Education, 2008).
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After these regulations and policies have filtered down to local governing bodies
or school boards, each school district’s board and administration is charged with aligning
its practices, resources, assessments, and budgets to the state and federal requirements to
serve the needs of its specific community. According to Gemberling et al. (2000), these
functions include the oversite of local policies, adoption of a school budget and local
curriculum, acceptance of the collective bargaining agreements, and employment of a
district superintendent. With this national, state and local regulations and policies in
place, each school’s leadership is then able to personalize the work to ensure that students
are served.
School Leadership
With very little variance, each public school in the United States has a leadership
structure that includes a school principal, assistant principals, specialized staff, teachers,
and support staff. Historically, the school principals’ primary role has been to be an
effective building manager (Kafka, 2009). Recently, however, principals have been called
upon to maintain their managerial tasks and assume greater responsibility as instructional
leaders (Jackson, 2005). With increasing expectations for student learning, widening gaps
in achievement, and growing diversity in population, principals have become responsible
for improving the quality of student learning (Ervay, 2006).
Although school leaders must certainly play a part in guiding instruction and
student learning, a growing body of research has questioned whether principals and
assistant principals have the capacity, knowledge, and experience to shoulder this burden
alone (Ervay, 2006; Klauke, 1990; Lashway, 2002; Levine, 2005). Given the current
preparation programs, selection process, and evaluation metrics for school leaders,
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principals often need to rely on teachers and other subordinates to lead this work (Ervay,
2006).
Teacher Leadership
For nearly 3 decades, teacher leadership has been identified as the system
constituent with the greatest potential to result in lasting school reform (Fullan, 2005).
Rather than perpetuate the view of teachers as semiskilled workers who are technically
trained to perform a prescriptive set of tasks, it is imperative that society see them as
professionals and experts in an incredibly diverse and intricate field (Barth, 2001).
Parallel to the development of the body of research and knowledge about the
value of teacher leadership is the growing concern about teacher preparation programs in
the United States. An 8-year study completed in 2013 evaluating over 1,000 teacher
certification programs found that the majority of colleges and universities were still
applying traditional preparation curriculum and pedagogy (National Council on Teacher
Quality, 2013). The result has been 1st-year teachers who are vastly unprepared for
classroom management, rigorous content knowledge, and ethnic and socioeconomic
diversity prevalent in the 21st-century public school classroom (National Council on
Teacher Quality, 2013).
Even though each state has its own specific credentialing requirements for
teachers, they all require a 4-year bachelor’s degree and a minimum of 1 year of
postgraduate teacher preparation that includes in-service training (Kowarski, 2021). This
study took place in California where becoming a credentialed teacher requires the
following steps (California Department of Education, 2021):
•

earn a baccalaureate or similar degree from an accredited institution
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•

meet all basic skills requirements (standardized content-based assessment)

•

provide evidence of subject matter proficiency

•

pass the Reading Instruction Competence Assessment to become an elementary
teacher

•

successfully finish two semester units focused on the U.S. Constitution

•

successfully finish a teacher preparation program approved by the Commission on
Teacher Credentialing

•

attain a recommendation from a program sponsor supporting receipt of a
credential
The California Commission on Teacher Credentialing (2015) adopted the

Preliminary Multiple Subject and Single Subject Credential Program Standards to align
expectations for teacher preparation programs. The following year, the Teaching
Performance Expectations were adopted to prepare teacher candidates to be successful
with the California Standards for the Teaching Profession. These expectations include
(Commission on Teacher Credentialing, 2015):
•

ensuring that all students are supported and engaged in their learning

•

providing a learning environment that is positive and effective for student
learning

•

possessing a high level of content knowledge and understanding of how to plan
instruction for student engagement and growth

•

differentiating instruction to meet the needs of all learners

•

using a variety of high-quality assessments to monitor student learning

•

engaging in ongoing professional development
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Each teacher preparation program uses these elements to develop a curriculum
and experiential learning opportunity for teacher candidates (Commission on Teacher
Credentialing, 2017). Although each of the TPEs is a critical foundation for the
traditional role of a teacher, none of them tackle the adult collaboration, 21st-century
skills, diversity training, or leadership components necessary for teachers to thrive in
today’s school environment. Unless teachers have innate traits and passions that support
these key components of a modern classroom or choose to go beyond their workday to
seek and complete additional training independently, they rarely have the support and
resources they need to build their capacity as a leader within their field (Lowery-Moore et
al., 2016).
Although teacher leadership has become a focal point of interest, the complexities
of the profession and the educational system have resulted in a broad collection of
definitions (Eargle, 2013). At the most foundational level, researchers agree that teacher
leadership refers to the ability of teachers to maintain their instructional responsibilities
while having extended influence beyond their classroom, school, or organization
(Danielson, 2006; Fullan, 2005; Katzenmeyer & Moller, 2009). The ability to remain
immersed in direct instruction, the day-to-day teaching experience, and the demands of
the classroom allows teachers not only to stay current with the cultural trends in the
community but also to implement changes where they have the most impact, with the
students and families served by the school. Moreover, teacher leadership relies on the
collaborative and collegial relationship between peers to inspire and empower one
another to tackle problems together, leading to more widespread improvements
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(Danielson, 2006). There is no more impactful way to maintain credibility with the
teachers one is leading then by continuing to instruct students.
Theoretical Framework
Recognizing the need to bring focus and clarity to the field of research regarding
teacher leadership, the Center for Strengthening the Teaching Profession (CSTP; 2018)
established the definition of teacher leadership as “the knowledge, skills, and dispositions
demonstrated by teachers who positively impact student learning by influencing, adults,
formally and informally, beyond individual classrooms” (p. 2). Through this lens,
complementary studies have suggested that teachers have the capacity to impact both
teacher and student learning by increasing the capacity for their schools to make
instructional improvements, elicit more deeply engaged participation in the decisionmaking process, model best practices, and foster a higher level of collegiality by which
social capital can be acquired (Crowther et al, 2002; Danielson, 2007; Smylie & Denny,
1990). These paired notions prompted CSTP’s initial development of the teacher
leadership skills framework in 2009. After 9 years of experience, research, and
refinement, the 2018 publication of the framework continues to be a seminal publication
in the field of teacher leader development. Although this framework poses a wellstructured and researched list of attributes, there are no data to show which skills and
dispositions are most critical or how teachers should be supported in developing and
practicing the identified characteristics.
The teacher leadership skills framework (CSTP, 2018) emphasizes the fact that
effective teacher leaders must have support in developing three critical components: roles
and opportunities, dispositions, and knowledge and skills (Figure 1).
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Figure 1
Center for Strengthening the Teaching Profession (CSTP) Teacher Leadership Framework

Note. From Teacher Leadership Skills Framework, by CSTP, 2018, p. 1 (https://cstpwa.org/cstp2013/wp-content/uploads/2019/10/2018-Teacher-Leadership-Framework.pdf).

The first component, roles and opportunities, is the structural context that allows
teachers to have a variety of opportunities to lead within their school, district, or
community (CSTP, 2018). These opportunities can be formal or informal but must allow
a teacher to maintain a classroom teaching role while taking an active part in leading
school or district-wide reform efforts. If this environment is present in the organization,
the other two components of leadership identified in the framework can be developed.
The second component establishes that teacher leaders need to possess and develop a
range of personal dispositions that includes personal and professional traits, such as
taking risks, having integrity, exhibiting high efficacy, and maintaining credibility with
their colleagues (CSTP, 2018). In addition to these dispositions, the third component
establishes that teacher leaders need to develop their knowledge and skills in six specific
10

areas: “Working with Adult Learners,” “Communication,” “Collaboration,” “Knowledge
of Content and Pedagogy,” “Systems Thinking,” and “Equity Lens” (CSTP, 2018, p. 1).
The teacher leadership skills framework couples the value of teachers’ natural desire to
be lifelong learners and the vast instructional knowledge with the understanding that
training and development of explicit leadership skills is are imperative to elevate their
potential.
Statement of the Research Problem
As the primary function of public schools in the United States has expanded from
the acquisition of academic subject-matter proficiency to include the application of 21stcentury skills to support college and/or career readiness for every student, educational
change has never been so critical (Berry, 2013; Fullan, 2013; Michelman, 2012; U.S.
Department of Education, 2012). The system of education, however, has proven
repeatedly that it is not only difficult to change but also resistant to change (C. M. Payne
& Kaba, 2007). Christensen et al. (2005) shined a light on the root of this challenge and
concluded that it is an organization’s capabilities that determines what it can and cannot
do.
Even though most improvement models assess an organization’s ability to change
or succeed through an analysis of their resources, training, and personnel, Christensen et
al. (2005) argued that it is the capabilities or processes and structures that must be
examined. In other words, if an organization is designed in a way that prohibits or limits
the desired outcomes it seeks, the amount of resources and training that are invested will
be wasted. As W. Edwards Deming reflected, “Every system is perfectly designed to get
the results it gets” (Deming, n.d., The Deming Institute website).
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It is this understanding that has sparked educational leaders to look more closely
at the system changes that are necessary for public education to begin reaching the goals
it needs to achieve. One such change is the hierarchical structure of educational
leadership. The leadership model that exists in nearly all public schools and districts
today is clearly insufficient to meet federal and state mandates (AchieveGlobal
Incorporated, 2010; Berry, 2013; Fullan, 2013). Like leaders in other industries who have
adapted to the modern globally interdependent world, those in education need to expand
their definition of leadership to acknowledge that it is the responsibility of everyone to
impact change because everyone’s behavior has an effect on everyone else (Bowman,
2014).
For the system of public education to change, leadership will require that all
stakeholders, including teachers, engage to share their expertise, leverage their
relationships, and offer their knowledge (Berry, 2013). Katzenmeyer and Moller (2009)
asserted, “Within every school there is a sleeping giant of teacher leadership, which can
be a strong catalyst for making change” (p. 2). Teachers who have built trusting
relationships and proven their credibility as professionals in the field have the capacity to
successfully lead change (Danielson, 2007). Further, these experts are closest to the work
and have the most relevant experiences to guide change (Goldring & Greenfield, 2002).
Although relationships and credibility offer a solid foundation, if teachers are going to
become a meaningful part of the leadership structure, it is critical that they possess the
skills to do so well (Danielson, 2007).
The development of effective teacher leaders is essential for them to be successful
change agents (Fullan, 2006; Lieberman & Miller, 2004; Mullen, 2010). Having little or

12

no leadership training included in teacher preparation programs, it is of paramount
importance that teachers receive training and support once they assume a teacher
leadership role (Danielson, 2007). However, the institutions offering teacher education
and the public school system clearly have not actualized the potential of teacher
leadership (Lowery-Moore et al., 2016). Collay (2006) recognized this gap in the ability
to ascertain effective teacher leaders and cried for support from faculty in education
preparation programs to include leadership as the focal point of their pedagogy and
embrace the potential of teacher leadership. Yet, York-Barr and Duke (2004) pointed out
that there is a great deal of research still needed to understand the roles of teacher leaders,
the leadership skills necessary to be effective, and the training model to support their
development. Their examination further reported that with more than a decade of data
and literature in the area of teacher leadership, little had been added and the content was
most often descriptive rather than explanatory (York-Barr & Duke, 2004).
To actively and successfully develop the leadership potential of teachers, the key
skills and disposition necessary for teachers to become effective leaders must not only be
identified but also be tested for success. CSTP (2018) first developed the teacher
leadership skills framework in 2009. This framework was updated to reflect new learning
until its most recent publication in 2018. With this type of information, professional
development, support structures, and system changes can be designed to empower
teachers to lead the changes the system of public education needs. However, there is very
little research documented to discern the most effective and crucial components of the
framework. Further, without this level of research and data, teacher preparation
programs, county offices of education, and school districts remain unable to effectively
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recruit, train, and support teacher leaders. Katzenmeyer and Moller (2009) asserted,
“Many schools and districts still do not understand, are hesitant to promote, or are not
committed to teacher leadership” (p. 141). Until there is a well-studied, evidence-based
roadmap for schools and districts to effectively train and support teacher leaders, public
schools will remain firmly grounded in the hierarchical leadership system, struggling to
overcome the barriers so deeply rooted in the past. Time again, research has confirmed
the significance of developing and supporting teacher leadership in public education as a
means to implement educational change initiatives. Similarly, research consistently
comes up short as to how to accomplish this feat successfully. This study fills that gap in
the field as explanatory research that identifies the skills and dispositions that are most
vital to develop and support in teacher leaders.
Purpose Statement
The purpose of this mixed methods Delphi study was to identify and rate the most
important leadership skills and personal dispositions that effective teacher leaders use in
leading educational change initiatives based on the CSTP (2018) teacher leadership skills
framework. In addition, this study explored how effective teacher leaders describe the
leadership skills and personal dispositions that are most important in leading education
change initiatives.
Research Questions
The following research questions were used to guide this study.
Delphi Round 1
1. Based on your experience as an effective teacher leader, what leadership skills are
most important to use in leading educational change initiatives? In no specific
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order, list the most important leadership skills teacher leaders use in leading
educational change initiatives based on your experience as a teacher leader
(please list a minimum of five and no more than 15).
2. Based on your experience as an effective teacher leader, what personal
dispositions are most important to use in leading educational change initiatives?
In no specific order, list the most important personal dispositions teacher leaders
use in leading educational change initiatives based on your experience as a
teacher leader (please list a minimum of five and no more than 15).
Delphi Round 2
1. There were 133 leadership skills reported by the participants in this study. Thirty
leadership skills were identified by four or more participants. Each of these most
frequently reported leadership skills has been moved forward to the Round 2
questionnaire. Reflect on the question below and rate each leadership skill.
Based on your experience as an effective teacher leader, which of the most
frequently reported leadership skills listed below are most important to use in
leading educational change initiatives? Please rate each leadership skill as most
important, moderately important, or least important. You will identify
• no more than 10 as most important
• no more than 10 as moderately important
• no more than 10 as least important
2. There were 74 personal dispositions reported by the participants in this study.
Twenty-nine personal dispositions were identified by four or more participants.
Each of these most frequently reported personal dispositions has been moved
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forward to the Round 2 questionnaire. Reflect on the question below and rate each
personal disposition.
Based on your experience as an effective teacher leader, which of the most
frequently reported personal dispositions listed below are most important to use in
leading educational change initiatives? Please rate each personal disposition as
most important, moderately important, or least important. You will identify
• no more than 10 as most important
• no more than 10 as moderately important
• no more than 10 as least important
Delphi Round 3
1. From your experience, how do you describe the leadership skills that were
identified as most important in leading educational change initiatives?
2. From your experience, how do you describe the personal dispositions that were
identified as most important in leading educational change initiatives?
3. What has been the single most impactful leadership skill for you personally? Give
an example of an experience in which this was highlighted.
4. What has been the single most impactful personal disposition for you personally?
Give an example of an experience in which this was highlighted.
Significance of the Problem
The past 10 years of research and literature has established that changing the
system of leadership in public education in the United States is necessary for schools to
have the capacity to meet the demands of the 21st century, requiring not only innovation
but also emphasis on growth mindset, professional development, individual and group
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self-determination, and shared purpose (AchieveGlobal Incorporated, 2010; Anderson &
Ackerman Anderson, 2010; McKee et al., 2008). Restructuring educational organizations
that are resistant to change demands an entirely new type of leadership. This reimagined
leadership values teacher leaders, empowering them to participate in decision making of
policies, systems, practices, and instructional strategies (Anderson & Ackerman
Anderson, 2010; Berry, 2013; Collay, 2011; Fullan, 2013; Katzenmeyer & Moller, 2009).
Highlighting the fact that teachers hold a critical and well-informed perspective,
Katzenmeyer and Moller (2009) stated that “recognizing that reform requires persistent
work compels us to capitalize on the skills, knowledge, and expertise of every teacher
who can be an agent of change” (p.158).
A challenge that continues to surface is the lack of formal leadership development
for teachers (Lowery-Moore et al., 2016). Although teacher leaders are confident and
influential in the areas of instruction and student learning, it is unclear to what extent they
have had the opportunity to develop the skills necessary to be an effective leader of adults
(Lambert et al., 2007). Experts in the field of leadership agree that for teachers to have
the capacity to lead, they must first have a deep desire for reform and then build explicit
skills to effectively lead change (Anderson & Ackerman Anderson, 2010; Bowman,
2014; Collay, 2011; Fullan, 2013; Mangin & Stoelinga, 2010; McKee et al., 2008).
Therefore, in-service teachers must be supported by their organization to take on
leadership roles and be provided with leadership training to foster their success. This
study provided an evidence-based roadmap for teacher training programs at all levels not
only to include but also to prioritize leadership as a key component of a teacher’s role in
education.
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Where the research is unclear, however, is in identifying the most critical skills a
teacher leader needs to develop to be effective in leading change. Using the CSTP (2018)
teacher leadership skills framework, this study identified the leadership skills and
personal dispositions that effective teacher leaders have found most important to use in
leading educational change initiatives. In addition, this study described how each
leadership skill and personal disposition is important to leading education change
initiatives as experienced by effective teacher leaders, providing more validation of the
model.
The results of this study are critical to leaders in the field of education who are
either supporting the development of teacher leaders serving in their school districts or
training teachers to become leaders in their industry. As school districts across America
strive to change education to better serve their communities, leaders in education and
teacher preparation programs must be committed not only to empowering teachers to be
leaders of change but also to supporting them in developing the leadership skills and
dispositions necessary to be effective. This study outlines the most important leadership
skills and dispositions that need to be developed for teachers to have the capacity to be
effective leaders.
Definitions
The definitions that are not well known but relevant to the study or are unique to
the industry of research are provided in this section. There are two categories of
definitions included: theoretical and operational.

18

Theoretical Definitions
Teacher Leadership Skills Framework. A framework developed by CSTP
(2018) that identifies the knowledge and skills, dispositions, and roles and opportunities
necessary to build the capacity of teacher leaders.
Leadership Skills. “The skills teacher leaders need to develop to be effective in a
variety of roles in the six critical aspects of leadership: working with adults,
communication, collaboration, knowledge of content and pedagogy, systems thinking,
and equity” (CSTP, 2018, p. 1).
Personal Dispositions. “Attitudes that includes taking risks, having integrity,
exhibiting high efficacy, and maintaining credibility with their colleagues” (CSTP, 2018,
p. 1). Personal dispositions are any number of enduring characteristics that describe or
determine an individual’s behavior across a variety of situations and that are particular to
and uniquely expressed by that individual. They are the attitudes or personality traits that
effective teacher leaders possess that support their success in leading change initiatives.
Operational Definitions
School Leadership. The hierarchical structure in place to manage and lead a
school. This typically includes a principal and assistant/vice principal(s).
Teacher Leadership. The ability of a teacher to maintain their instructional
responsibilities, while having extended influence beyond their classroom, school, or
organization (Danielson, 2006; Fullan, 2005; Katzenmeyer & Moller, 2009).
Teacher Leader. A teacher meeting the following criteria:
•

currently employed TK–12 public school teacher possessing a California
teaching credential
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•

completed a minimum of 3 years of successful teaching experience

•

served in a formal or informal teacher leadership role for a minimum of 1 year

•

participated in formal teacher leadership training

•

recognized as a leader among teaching peers by the district and/or principal

Formal Teacher Leader. “A teacher serving in an officially recognized position
that entail specific responsibilities and assignments” (Great Schools Partnership, 2014,
p. 1). Examples of formal teacher leaders include department chairs, grade-level leaders,
instructional leaders, and committee chairs or a role entailing specific positions, including
department head or subject coordinator (Harris, 2003; Patterson & Patterson, 2004).
Formal teacher leaders are typically paid extra duty or a stipend for their service.
Informal Teacher Leader. “Classroom-related functions such as planning,
communicating goals, and regulating activities, mentoring preservice teachers,
developing curriculum, sharing materials, engaging in curriculum and leading
workshops” (Pucella, 2014, p. 17). Informal teacher leaders do serve in an officially
recognized leadership position, and they are not paid additional pay for their services.
21st-Century Skills. “A broad set of knowledge, skills, work habits, and
character traits that are believed—by educators, school reformers, college professors,
employers, and others—to be critically important to success in today’s world” (Great
Schools Partnership, 2016, para. 1). Examples are critical thinking, perseverance,
collaboration, civic literacy, oral and written communication, innovation, leadership, and
technology literacy (Great Schools Partnership, 2016).
Educational Change Initiative. Any strategy or act designed to shift paradigms
or practices in the system of education.
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Delimitations
This Delphi study was delimited to teachers currently serving in formal or
informal teacher leadership roles who had been recognized by the dissertation expert
sponsors as effective in leading educational change initiatives. This study was limited to
Northern California, specifically the counties of Marin and Sonoma, and the expert
sponsors who verified each participant were the Marin County Office of Education
assistant superintendent of education services and the Sonoma County Office of
Education director of teacher leadership. All panelists were employed in a TK–12 public
school, possessed a valid California teaching credential, completed a minimum of 3 years
of successful teaching experience, and participated in a formal teacher leadership
training. The criteria included the following:
•

employed TK–12 public school teacher possessing a California teaching
credential

•

completed a minimum of 3 years of successful teaching experience

•

served in a formal or informal teacher leadership role for a minimum of 1 year

•

participated in formal teacher leadership training

•

recognized as a leader among teaching peers by the district and/or principal
Organization of the Study
This study includes five chapters followed by a reference list and corresponding

appendices. Chapter I introduced the study and included background information and
context, the research problem that was identified, the study’s purpose, research questions,
significance, and last, a list of key definitions and delimitations. Chapter II is a
compilation of the pertinent literature in the field of leadership and public education.
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Chapter III explains the research methodology and instrumentation used for this study.
Chapter IV shares the data analysis and key findings. Chapter V summarizes the outcome
of the study, including the key findings, conclusions, and recommendations for
subsequent research.
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CHAPTER II: REVIEW OF THE LITERATURE
Overview
Chapter II provides a review of literature and research examining the educational
change initiatives that have occurred from the opening of America’s first one-room
school house in 1635 to the public education in the 21st century. After a brief history of
the many educational reform initiatives in the United States, the needs and goals of the
21st-century classroom are analyzed. An attribute of the system, however, that has
remained nearly untouched since the inception of compulsory education is the traditional
leadership model that continues to serve as the foundation of the public school system.
This chapter examines specifically the leadership model that persists in schools in the
United States today, leadership models that have supported other industries in making the
transition to the 21st century, and the part teachers can play in the leadership structure.
Finally, CSTP’s (2018) teacher leadership skills framework is introduced as the
theoretical framework for this study.
Schools in the 21st Century
Today, the United States consists of approximately 91,300 traditional public
schools serving the vast majority of school-aged students (Institute of Education Services,
2018). These schools serve 50.7 million students from varying regions, backgrounds,
races, ethnicities, and special needs (Figure 2).
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Figure 2
Percentage Distribution by Race/Ethnicity of Students Enrolled in Public Elementary and
Secondary Schools: Fall 2009 and Fall 2018

The changing demographics of public schools are not the only significant shift
facing education in the 21st century. The role schools play in preparing students for the
future and the modern workforce has also changed greatly. Since opening the first public
school in 1635, the purpose of public education has evolved from teaching virtues like
community, family, and religion in unregulated one-room school houses to highly
structured and monitored institutions preparing students for technical and innovative
careers that often do not even exist yet (American Board, 2015). According to the
American Board (2015), it was not until the mid-19th century that academics became the
primary focus of public education. Although this emphasis on core academic instruction
remains central to public school curriculum, the 21st century has brought a clear need
highlighting the acquisition of skills students will need to thrive in a global, innovative,
and technology-driven workforce (Trilling & Fadel, 2009).
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Educational Change Initiatives for the 21st Century
October 4, 1957, was a notable day in the history of American public education.
On this day in history, the Soviet Union launched Sputnik, the first man-made object
capable of orbiting the Earth (United States Senate, 1957). This monumental achievement
not only sparked great concern in the United States, but it also shined a spotlight on the
fact that the United States was losing the space race. Steven Schlossman, a historian at
Carnegie Mellon University, mused,
How could it be that the Soviets had gotten there faster? They must have better
schools that are training their kids to become scientists on a higher level. America
now had to integrate schools into our thinking about national defense policy.
(Roos, 2019, para. 4)
This event initiated one of the earliest, nationwide reform efforts American public
schools had ever experienced. By 1958, the National Defense Education Act had been
adopted, and the public education system was flooded with funds and training to expand
curriculum in math, science, and foreign languages (Urban, 2010). With over a billion
dollars invested in strengthening America’s public schools, classrooms were infused with
lab kits, overhead projectors, and more rigorous expectations for students (Abramson,
2007). Tina Grotzer (as cited in Powell, 2007) reflected on this ambitious initiative noting
that after nearly 50 years, these same science kits and tools are still in classrooms today.
She stated, “Education reform may be easier to pass in legislation than to realize in the
classroom” (as cited in Powell, 2007, para. 18).
The topic of school reform, or the movement to change educational policy and
practice (Zavadsky, 2011), surfaced again quickly in the early 1960s as schools began to
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struggle to respond to the changing social and economic landscape in the United States.
From the publishing of A Nation at Risk: The Imperative for Educational Reform (Healy,
1984) to the more current publishing of So Much Reform, So Little Change: The
Persistence of Failure in Urban Schools (C. M. Payne, 2008), it is clear that the system
of education continues to struggle to meet the needs of students and of the 21st century.
Table 1 lists the reports, laws, and reform initiatives that describe multiple aspects
of education, including classroom practices, school and district leadership, policies,
demographics, and even the role of parents and community members.
Table 1
Key Federal Educational Reforms
Year

Title

Purpose

1918

Free Public Schools

All states passed a law requiring children to attend
school through elementary grades.

1944

Education Act (Butler)

This act provided free and compulsory education for
all until the age of 15 with the option to continue at no
cost to age 18 for those who wanted it. The school
system was broken down into three types of school,
each catering to a different type of skill set: grammar,
secondary modern, and secondary technical.

1954

Brown v. Board of
Education of Topeka

This was a Supreme Court ruling that separate
educational facilities are inherently unequal,
consequently overturning its 1896 ruling of Plessy v.
Ferguson. It outlawed segregation in schools and was a
historic first step in the long and still unfinished
journey toward equality in U.S. education.
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Table 1 (continued)
Year

Title

Purpose

1958

National Defense
Education Act

After the Soviet’s acceleration of the space race with
the launch of Sputnik, the United States realized that
they were losing the technology race. Schools were
provided funds for to expand education in science and
math.

1964

The Civil Rights Act

This act prohibits discrimination based on race, color,
sex, religion, or national origin.

1965

The Elementary and
Secondary Education
Act (ESEA)

Associated with L. B. Johnson’s War on Poverty, it
provided federal funds to assist low-income students,
which resulted in the commencement of educational
programs such as Title I and bilingual education.

1968

The Bilingual Education
Act (Title VII)

This law is regarded as the first official federal
acknowledgment of the needs of students with limited
English-speaking ability.

1970

Standardized Testing

The assessments are implemented to measure school
performance and reported to government and the
public. This marks a drastic increase in school
accountability.

1972

The Indian Education
Act

This law established an all-inclusive approach to
meeting the exclusive needs of American Indian and
Alaska Native students.

1972

Title IX of the Education
Amendments

Title IX prohibits discrimination based on sex in all
aspects of education.

1973

The Rehabilitation Act

This law guarantees civil rights for people with
disabilities, including participation in programs and
activities as well as access to buildings; 504 Plans are
used to provide accommodations for students with
disabilities who do not qualify for special education or
an IEP.

1974

The Equal Educational
Opportunities Act

This act prohibits discrimination and requires schools
to take action to overcome barriers that prevent equal
protection. The legislation is important in protecting
the rights of students with limited English proficiency.

1975

The Education of All
Handicapped Children
Act

This federal law requires free, appropriate public
education (FAPE) based upon each student’s
individual needs and offered in the least restrictive
environment.

27

Table 1 (continued)
Year

Title

Purpose

1983

A Nation at Risk Report

The report by the National Commission on Excellence
in Education emphasized the need for sweeping
reforms in public education and teacher training.
Among its recommendations was a call for expanding
high school graduation requirements to include the
study of computer science.

1990

The Immigration and
Nationality Act of 1990

This act increased annual immigration to 700,000,
which increased the diversity of the nation and its
schools.

1994

The Improving
America’s Schools Act
(IASA)

President Clinton reauthorized the ESEA of 1965 and
included reforms for Title I; increased funding for
bilingual and immigrant education; and increased
provisions for public charter schools, drop-out
prevention, and educational technology.

2001

No Child Left Behind
Act (NCLB)

President Bush reauthorized the ESEA of 1965 and
replaced the Bilingual Education Act of 1968 that
mandated high-stakes student testing, held schools
accountable for student achievement levels, and issued
penalties for schools that do not make adequate yearly
progress toward meeting the goals of NCLB.

2004

The Individuals with
Reauthorized and
modified IDEA

This act is a reauthorization that requires schools to use
Response to Intervention as a means for early
interventions for special needs students.

2009

The Common Core State
Standards Initiative

This is a state-led effort coordinated by the National
Governors Association Center for Best Practices (NGA
Center) and the Council of Chief State School Officers
(CCSSO).

2014

Demographic Milestone

The population of minority students enrolled in K–12
public school classrooms outnumbers non-Hispanic
Caucasians.

2015

Every Student Succeeds
Act (ESSA)

The current version of the Elementary and Secondary
Education Act (ESEA) replaced No Child Left Behind
(NCLB) and permits more state control in mediating
school quality.

Note. Adapted From Time Toast, American Education History, (n.d.)
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Although there are many factors attributing to America’s failing schools, one that
continues to rise to the surface as a key cause is the unchanged, traditional leadership
model (Elmore, 2000).
The hierarchical structure of leadership found in America’s public education is
mirrored in each individual local body. As early as the 1970s, scholars reviled the
stagnant bureaucratic organization of America’s public education. Katz’s (1971) research
not only reaffirmed that the “universal, tax-supported, free, bureaucratically organized,
class-biased, and racist” (Abstract section) system of education established in the 1800s
was still largely unchanged but also identified very few concrete suggestions for potential
change at the time of his study. Since then, despite countless efforts by educational
leaders, politicians, innovators, and even private sector enthusiasts to change the outdated
structure, the infrastructure on which the system of public school rest remains resistant to
change (C. M. Payne & Kaba, 2007). To shift public education to meet the needs of the
21st century, schools need to shift to a 21st-century leadership model.
21st-Century Learning
Educators today have the daunting responsibility of preparing students for careers
that do not even exist yet (Trilling & Fadel, 2009). As advances in technology rapidly
change market trends, it is nearly impossible to predict what jobs may be needed in just a
few years (Dubravac, 2015; Morgan, 2016). Therefore, schools need to rethink both the
content and the skills that should be emphasized to ensure that students will be able to
compete in the global arena they will one day enter (Bellanca, 2013; Darling-Hammond,
2010; Gardner, 2009).
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Today, students need to possess both core content knowledge and proficiency in
21st-century skills to compete in the global economy (Organization for Economic
Cooperation and Development, 2011). This realization motivated the members of the
Partnership for 21st Century Skills (P21) to develop a comprehensive framework for
educators to define the competencies students must master to have the highest potential
for success. The P21 framework (Battelle for Kids, n.d.; see also Figure 3) outlined three
essential skill areas:
•

learning and innovation skills (the four Cs: critical thinking, communication,
collaboration, and creativity);

•

life and career skills; and

•

information, media, and technological skills.
This framework calls for educators to embed the practice and development of the

essential skills in the context of the core content standards and the 21st-century themes.
According to the P21 framework, “The 21st century themes include global awareness,
financial, economic, business and entrepreneurial literacy, civic literacy, health literacy,
and environmental literacy” (Battelle for Kids, n.d., pp. 2–3).
The transformation from an organization whose primary responsibility has
historically been the delivery and transmission of the core content standards to a system
capable of designing personalized learning experiences that mirror the 21st-century
global workplace has been an arduous and daunting task for America’s public schools.
Reform of this magnitude requires shifts in leadership structures, school culture,
classroom environments, resources for students and staff, and most importantly, the
training and development of teachers. Without teachers at the helm informing and
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directing these changes, education will continue to lag behind the industries depending on
it to produce a workforce capable of guiding the future. Fullan (2005) emphasized that
teacher leaders are imperative for successful and lasting reform in education.
Figure 3
Framework for 21st-Century Learning

Note. From P21 Partnership for 21st Century Learning, by Battelle for Kids, n.d., p. 1.
(http://www.p21.org/storage/documents/p21-stateimp_learning_environments.pdf).

Leadership
Since the 19th century, the study of leadership has fascinated scholars around the
globe. Thomas Carlyle’s (1840, as cited in Bryman, 2011) great man theory established
the first of a broad collection of modern frameworks that leaders in all fields and
industries have referenced to enhance their influence. His two principal assumptions that
great leaders are born with predisposed leadership traits and that leaders must be faced
with a great need for leadership in order to rise have been challenged by contemporary
research. There continues to be confirmation for the notion that leaders naturally possess
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particular qualities and characteristics (Huber & West, 2002). A growing body of
evidence, however, has been collected to support the theory that leadership skills are
“100% teachable” (Brown, 2018, p. xi).
As society becomes more complex, the capacity and sophistication of leadership
must adapt (Fullan, 2020). It is this assertion that has shifted the focus of leadership
research from how to manage a system to how to transform a system. The notion of
transforming leadership was first introduced by James MacGregor Burns in 1978,
sparking the interest of researchers seeking a leadership framework more in alignment
with today’s increasingly dynamic work teams and environments (Bass & Riggio, 2006).
Transformational leadership places great value on the building of relationships to
increase the commitment and capacity within an organization to achieve mutually
beneficial goals. Anderson and Ackerman Anderson’s (2010) examination of
transformational change leadership asserted that the process must include shifts in
mindset, behaviors, culture, and systems. As shown in Figure 4, this model shifts the
definition of leadership to that of an organizational function rather that the responsibility
of a single individual (Hallinger, 2003). In education, this has never been more evident
than in the increasing demand for the development of teacher leadership.
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Figure 4
The Conscious Change Leader Accountability Model

Note. From Beyond change management: How to achieve breakthrough results through
conscious change leadership, by D. Anderson & L. S. Ackerman Anderson, 2010, p. 230,
Pfeiffer.

Leadership in Education
The traditional system used across the United States is not only ineffective, but it
also perpetuates inequitable and archaic educational practices. Sturgis (2014) referred to
it as “one of the lockstep pieces of our ‘factory model’ education system that was
designed with an eye to efficiency and sorting students” (p. 36). As schools shift their
instruction and focus to prepare students for the 21st century, it is necessary for the
structures and systems at the foundation of public education to follow suit.
Decades of research have shown that school culture, classroom improvement, and
increased student achievement is directly correlated with effective school leadership
(Fullan, 2013; Halverson & Plecki, 2015; Sergiovanni, 2001; Waters et al., 2003). In its
current traditional model, the role of school leader falls to the sole principal who is
responsible for everything from the daily management of the facilities to the instructional
excellence experienced by each student. This role is not only multifaceted, but it is also
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evolving rapidly to meet the needs of the 21st century (Wilmore, 2002). The Wallace
Foundation (2013) found that effective principals excelled in five key practices:
•

shaping a vision of academic success for all students

•

creating a welcoming environment focused on education

•

providing a forum predicated on building leadership capacity for others

•

focusing on efforts centered on improving instruction

•

managing human capital, data, and processes to foster school improvement
Unfortunately, none of these priority areas identified for successful leadership

considers the daily demands of the job, including managing the building, employees,
student and parent conflicts, and stakeholder engagement (Crowther et al., 2002). The
role of school leader has expanded in the 21st century and requires education to explore
new models of leadership.
Traditional Leadership
As states across America began to pass compulsory school laws in the early
1900s, a great deal of energy was directed toward establishing a leadership model that
aligned with the most prevalent practices in successful business while considering the
unique dynamics and objectives of the education industry. This era was heavily
influenced by Fredrick Taylor’s scientific management theory in 1909 in which
standardization, productivity, collaboration between manager and employee, and
industrial efficiency were the focus (Taneja et al., 2011). This model fell short in its
ability to address the organizational and compliance issues regarding public education.
Thus, the classical management theory was born and largely continues in the American
public education system.
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The classical management theory champions hierarchical structure, specialization
of labor, and incentive-based motivation (Villanova University, 2022). The three distinct
layers of management defined by this model can still be observed in the roles of district
office-level administration, school-level administration, and the teaching staff. Although
this model is largely still prevalent in schools today, it is criticized for having too much
weight placed on the superintendent or school principal’s expertise, power, and authority
(Hallinger, 2003).
Distributive Leadership
According to Spillane (2006), the distributive view of leadership identifies that
leading schools in the 21st century requires multiple leaders. The distribution of
leadership in schools could include coprincipals (each taking on a portion of the
responsibilities), instructional leaders, or teacher leaders. This model defines leadership
as going beyond simply the actions and tasks a formal leader must accomplish but how a
leader interacts and engages with stakeholders to share the role of leadership.
In many schools, distributive leadership is achieved by the implementation of an
instructional team. Ideally, this team is representative of the larger school or district
community and comprises staff members with content and instructional expertise (Bierly
et al., 2016). By establishing a team in which leadership is shared among a select group
of staff members, the principal or superintendent becomes the engineer of leadership
rather than the chief doer (Lashway, 2002). This model certainly makes the workload and
responsibility of leading in the modern, complex organization of public education more
manageable (Spillane, 2006), but it does not change the formal hierarchy that has long
existed in schools. Bolden (2011) described distributive leadership not as a replacement
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for other models of leadership but as a systematic approach to provide opportunities to
expand and integrate the voices and expertise of the larger group.
Transformational Leadership
The theory of transformational leadership shifts the role of the formal leader from
managing and delegating responsibilities to investing in the individual development of
faculty members. By developing the capacity and leadership of the staff, performance
will be enhanced, leading to school improvement and increased student success (Kirby,
1992). According to Hayes (2010), a transformational leader inspires, raises aspirations,
attends to the team’s emotional needs and natural desire for personal and professional
development, and aligns the team with a shared mission. This attention to building a
sense of shared responsibility and vision, while supporting the confidence and expertise
of each individual in the organization, creates an environment in which leadership is a
combination of top down and bottom up.
In a transformational leadership model, emphasis is placed on improving the
conditions of the organization rather than focusing on specific changes to policies,
resources, and goals (Stewart, 2006). In a setting where all stakeholders are empowered,
valued, and encouraged to share in the growth and success of the organization, both the
individual and the whole benefit. There is one trend emerging as the path to positive and
lasting reform: teacher leadership.
Fullen (2005) asserted, “Teacher leadership is a key to school reform” (p. 1). This
discussion spurred many educational leaders and policy makers to consider how teachers
were being trained and developed as professionals once they began their career. In
response, many schools and districts shifted the delivery and structure of professional
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development during the 1980s to include teacher-led training (Darling-Hammond et al.,
1995). This shift marked the movement toward viewing teachers as leaders.
Teacher Leadership
Katzenmeyer and Moller (1996) caught the attention of educators and policy
makers across the world when they asserted that the development and recognition of
teacher leadership has the potential to enhance school reform. This notion not only
reflected the shifts in leadership models beginning to emerge in other industries, but it
also challenged the hierarchical structure upon which schools and districts have been
built.
Over a decade later, Barth (2007) synthesized a doctoral analysis of over 250
reform studies. Barth stated, “The most prevalent recommendations for improving our
nation’s schools was that teachers should take on and share more of the leadership of
their schools” (p. 10). When given opportunities for dynamic leadership, teachers have
the ability to transform schools (Gabriel, 2005Teacher leadership has been defined in
numerous ways, both within the classroom and in the larger community. For this study,
the definition of teacher leadership is the ability of a teacher to maintain their
instructional responsibilities, while having extended influence beyond their classroom,
school, or organization (Danielson, 2006; Fullan, 2005; Katzenmeyer & Moller, 2009).
The recognition that school reform initiatives and student outcomes could not
depend solely on a single school principal launched researchers and educators to rethink
school leadership (Schmidt-Davis & Bottoms, 2011). Spillane (2006) stated, “School
principals, or any other leader for that matter, do not single-handedly lead the school to
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greatness; leadership involves an array of individuals with various tools and structures”
(p. 143).
No one is more well positioned to adopt a leadership role than teachers (Fullan,
2005). Their instructional expertise, skills in organizing and managing learning
environments, and relationships with colleagues and outside stakeholders make them a
natural fit for the role of leader (Collay, 2011; Fullan, 2006; Kelley, 2011; Lambert,
2003; Lieberman & Miller, 2004). In addition, teachers are able to leverage their
relationships and experiences to elicit buy-in for reform initiatives more effectively than
other school leaders because of the impact it will have on their own lives and practices.
As schools are called on to offer a broader scope of instruction, innovation, and skill
development to prepare students for the 21st century, leadership can no longer be held by
a single individual. To achieve the improvements the system of education is striving for,
leadership in today’s schools must be shared to include all stakeholders within the
school’s community (Weiner, 2011). Intentionally building the capacity of teachers to
become effective change agents clearly shows the potential for lasting and sustainable
change (Lowery-Moore et al., 2016).
Although teachers have long been called on to serve as a leader in formal and
informal roles on a school’s campus, it is often because they have consistently
demonstrated strong instructional practices and high levels of student success. They do
not, however, always possess the skills necessary to lead transformational change and
facilitate adult learning. Gabriel (2005) encouraged school leaders to identify teachers
with the following characteristics: “principled, honest and ethical, organized, perceptive,
empathetic, altruistic, accessible, resourceful, fair, accepting, vulnerable, forward
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thinking, global, decisive, and intelligent” (p. 14). This list of leadership skills is lengthy
and representative of both natural and learned behaviors. Danielson (2006) argued that
for teachers to be effective leaders, they must have the skills to do so. Her research
identified facilitation, collaboration, the willingness to pose problems and/or solutions to
problems, planning action, and the ability to objectively evaluate situations as the most
important skills for effective teacher leadership. Murphy (2005) argued, however, that
successful teacher leaders must focus on developing their skills in their areas of expertise,
collaboration, reflections, and empowerment. Although dozens of studies have analyzed
the impact of teacher leadership, there is no definitive list of skills and dispositions that
are most essential (Danielson, 2006; Gabriel, 2005; Lieberman & Miller, 2004; Murphy,
2005).
Teacher Leadership Roles
Throughout the history of public education, teachers have certainly had
opportunities to serve in leadership roles. From school to school and district to district,
these roles have varied greatly in their purpose, responsibilities, authority to participate in
the decision-making process, and even whether a formal title is established (Gabriel,
2005; Lieberman & Miller, 2004; Public Impact, 2014). The challenge, however, is that
leadership is not simply a role but the ability to activate and inspire people to improve
their practice and the practice of their peers (Donaldson, 2001). Day et al. (2001)
identified four clear characteristics of a teacher leadership role:
1. School improvement begins in the classroom.
2. Teachers should own school improvement as a collective goal.
3. Teachers should share critical expertise.
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4. Teachers should empower colleagues through collaborative relationships of
mutual learning. (p. 27)
Regardless of whether the teacher’s leadership role is formal or informal, it is
paramount that their roles are clearly defined, they are supported in building their
capacity, and they are recognized for the stewardship they provide (Phelps, 2008). Yet
there is minimal consensus regarding the definition and roles for teacher leaders (Mangin
& Stoelinga, 2008; Smylie & Denny, 1990; York-Barr & Duke, 2004).
The role of teacher leader can range from promoting and modeling shifts in
instruction (Andrews & Crowther, 2002; Katzenmeyer & Moller, 1996; Lord & Miller,
2000; Mangin & Stoelinga, 2008) to taking on administrative duties and working closely
with the school principal (Smylie et al., 2002; York-Barr & Duke, 2004). Some teacher
leadership roles require the teachers to leave their classroom assignment full time, but
others are designed to allow teachers to take on a leadership role in addition to full-time
teaching (York-Barr & Duke, 2004). Teacher leaders in some areas work in a single
school, but in other areas it is common for them to serve multiple schools or even and
entire school district (Lord & Miller, 2000).
Formal Teacher Leadership Roles
The implementation of formal teacher leadership roles in public schools and
districts was incited by the decentralization of decision making in school reform efforts
over the past few decades (Neumerski, 2013). This effort not only addressed the growing
body of research that teachers could have the potential to be legitimate forces for school
improvement, but it also addressed the challenge that came with the isolated nature of the
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teaching profession (Mangin, 2007; Talbert & McLaughlin, 1994; York-Barr & Duke,
2004).
As accountability measures increased and more emphasis was placed on highstakes testing, school leaders were forced to look inside of their classroom walls for
leaders who could help carry the burden in various roles in the wake of the No Child Left
Behind (NCLB) Act (Kelley, 2011; Margolis & Huggins, 2012; Murillo, 2013). In 2001,
the NCLB Act mandated standardized student testing to hold schools accountable for
increasing student achievement levels. This law also issued penalties for schools that did
not make adequate yearly progress toward meeting the goals set forth by the NCLB Act
(Time Toast, n.d.). Formalizing teachers as leaders grew quickly as a way to take action
and have a direct influence on instructional practices and building the capacity of their
peers (Margolis & Huggins, 2012).
Formal teacher leadership roles, or those with positional authority, included a
wide array of titles (Table 2), including instructional coaches, grade-level or content area
leads, department chairs, teachers participating in school or district committees, data
specialists, administrator designees, or teachers on special assignment (Collay, 2011;
Lambert, 2003; Margolis & Huggins, 2012; Neumerski, 2013).
Table 2
Teacher–Leader Role List
Role title

Description

Department/content chair

Acts as liaison between administration and colleagues; may
include instructional leadership and administrative duties

Grade level chair

Acts as liaison between administration and colleagues; may
include instructional leadership and administrative duties
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Table 2 (continued)
Role title

Description

Instructional specialist/coach

Helps colleagues implement effective teaching strategies in a
specific subject or for a specific student population

Data coach

Helps teachers interpret student data and identify
instructional strategies

Curriculum or assessment
specialist

Leads teachers to develop standards and follow curriculum
and/or to develop aligned assessments

Professional learning
community (PLC) facilitator

Facilitates staff professional development

Master teacher

Refers most often to advanced role in a teacher’s career;
responsibilities vary

Lead teacher

Leads in co-taught class, leads teacher team and/or works
with new or struggling teachers to improve instruction

Note. From “Teacher-Led Professional Learning: To Reach Every Student With Excellent
Teachers,” by Public Impact, 2014, p. 2 (https://publicimpact.com/2015/08/03/teacher-ledprofessional-learning/).

These formal roles, however, were limited in their impact because they were often
undefined, unsupported with professional development, and lacked an understanding of
where the role fit in leadership hierarchy and decision-making process (Goldstein, 2004;
Margolis & Huggins, 2012; Medina, 2014; Murillo, 2013; Neumerski, 2013). Lieberman
and Miller (2004) asserted, “The structures endemic of schools made it difficult for
teachers to become authentic leaders” (p. 17). Teachers who had been identified as
leaders often found themselves frustrated and confused by how their role in the
organization hindered their efforts when trying to support change. The bureaucratic
leadership model itself did not allow the time, space, or subject matter expertise
necessary for teacher leaders to thrive (Bowman, 2014; Lieberman & Miller, 2004).
According to Margolis and Huggins (2012), “Not only were district and school initiatives
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not connected to one another or to the [teacher leaders], but they also were often too
numerous to be cohesive or coherent enough to be implemented effectively” (p. 967).
Informal Teacher Leadership Roles
A teacher does not need to have a formal role and/or title to serve as a leader.
Collay (2011) and Lieberman and Miller (2004) pointed out that there are multiple
informal paths to teacher leadership in which respect and legitimacy are earned rather
than granted:
•

leadership through experience

•

leadership through knowledge

•

leadership through vision (i.e., innovative)

•

leadership through respect for children

•

leadership through specific efforts to help students
The Ohio Department of Education (2019) distinguished informal teacher

leadership as teachers who influences instructions and learning beyond their own
classroom without holding a formal leadership position or positional authority. Further,
the responsibilities held by informal teacher leaders are not compensated or contractual
and are assumed voluntarily (Ohio Department of Education, 2019). In addition, Ross
(2019) defined informal teacher leadership as “1) enacted by classroom teachers,
2) encompassing a wide range of activities, which hold a potential for influence, and
3) directed toward a goal of improved student learning” (p. 14). Figure 5 illustrates the
comparison between defining teacher leadership roles as formal or informal.
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Figure 5
Spectrum of Teacher Leadership

Note. From Approaches to Implementing the Five Components of the Ohio Leadership
Framework, by Ohio Department of Education, 2019, p. 1 (https://education.ohio.gov
/getattachment/Topics/Teaching/Teacher-Leadership/Ohio-Teacher-Leadership-Toolkit/OhioTeacher-Leadership-Process-Model-Implement
/ApproachesToImplementing5Components.pdf.aspx?lang=en-US).

Teachers can lead informally by participating in shared instructional decision
making, probing colleagues about student growth and achievement, and looking at and
assessing student work together (Teachers21, 2014). The Ohio Department of Education
(2019) conducted a series of case studies to determine the eight most common and
relevant informal teacher leadership activities:
1. Creating and delivering professional development for fellow educators
2. Volunteering on school or district ad hoc committees
3. Taking on facilitation roles within a professional learning community
4. Inviting fellow teachers to observe their classroom for mutual learning
5. Sharing instructional tools and practices with peers
6. Providing feedback to fellow teachers, particularly new teachers
7. Passing along knowledge, information, and resources to other educators
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8. Supporting parent and community engagement beyond the parents of students
in their own classroom. (p. 2)
For teachers to be effective informally, however, research has shown that the
conditions and school culture must support it. The Boston Teacher Leadership Program
(2014) identified seven conditions to elevate informal teacher leadership: (a) strategic
teaming, (b) data routines, (c) culture of shared ownership, (d) inventory of professional
expertise, (e) communication structures, (f) access to professional knowledge base, and
(g) involvement of family and community. Some have argued that formalizing all teacher
leadership would be more beneficial to the system because of the increased accountability
and monitoring of work, but evidence has suggested that informal leadership may be
more influential on teacher’s instructional practices and therefore student learning.
Benefits of Teacher Leadership
Research has revealed that teachers are often chosen for leadership roles because
of a common belief that “most of the knowledge required for improvement must
inevitably reside in the people who deliver instruction, not in the people who manage
them” (Elmore, 2000, p. 14). As the members of the organization who are most closely
connected to the daily work, teacher leaders have the highest probability of changing
school-wide culture and instruction (Lord & Miller, 2000; Mangin & Stoelinga, 2008). In
addition, teacher leaders have the unique opportunity to cultivate and nourish strong,
trusting relationships with their peers, students, and community partners because they
remain in their classroom assignment.
For most of public education’s history, the school principal has been the focus of
studies on the effectiveness of leadership. From a list of managerial skills to authentic
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instructional leadership, the job of school principal has grown too broad and
multidimensional for a single leader to encompass (Carey, 2012; Copeland, 2003;
Leithwood & Riehl, 2003). With the spotlight shifting now to the benefits of teacher
leadership, studies are highlighting a new list of important characteristics and behaviors,
including building relationships, fostering trust, collaborating, communicating
effectively, mentoring and modeling, and continued practice of classroom instruction
(Lord et al., 2008; Mangin & Stoelinga, 2008; Yarger & Lee, 1994). The Ohio
Department of Education (2019) recognized that teacher leaders have the ability to foster
an inclusive environment that is trust based and collaborative. This culture lays the
foundation for mutual respect, clear communication, and healthy interactions among all
stakeholders (Harris & Muijs, 2002).
This high level of comradery has proven to be one of the greatest resources for
teacher leadership (Gigante & Firestone, 2008). Grounding their work in trust, shared
experiences, and collective responsibility increases the likelihood of teachers responding
successfully to challenges and coming to consensus as an organization. Wenner and
Campbell (2017) acknowledged the benefits of teacher leadership: “Teachers taking on
leadership roles resulted in feelings of empowerment for all teachers in a school,
colleagues receiving support that is relevant and encourages professional growth, and
teacher leadership contributing significantly to school change” (p.152). Along with
empowerment, a culture that embraces teacher leadership rapidly replaces the traditional
norm of teachers working in isolation with a collaborative, team-driven learning
environment (Teacher Leadership Exploratory Consortium, 2008).
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Challenges of Teacher Leadership
As many benefits as there are for building a culture and structure for teacher
leadership, there are an equal number of challenges to overcome. These hurdles can be
categorized into three areas: “The quality of teacher leadership depends on the culture of
the school,” “teachers feel they do not have the skills to lead other adults,” and
“egalitarian norms of school cultures suggest that all teachers should be equal”
(Katzenmeyer & Moller, 2009, p. 5). Regardless of the ambition, commitment to school
improvement, or authentic leadership ability, many teachers see these obstacles as
insurmountable.
Research has shown that the most substantial challenge in successful teacher
leadership is the tensions that taking on a leadership role can cause with peers (Bright,
2010; Collay, 2011; Gabriel, 2005). The traditional model of schools includes an
egalitarian norm in which teachers are expected to be equal, so taking on a formal
leadership role can be seen as challenging the status quo (Barth, 2001; Donaldson, 2008).
More specifically, teachers report that they perceive teacher leaders as disturbing the
system of seniority and status, diminishing the trust between one another, and even
creating a hostile work environment (Barth, 2001; Donaldson et al., 2008; Lieberman &
Friedrich, 2007; Mangin, 2005; Stoelinga, 2008).
Wilson’s (1993) study on the behaviors of teacher leaders found that the “the
label of ‘leader’ sets a person apart from peers and diminishes his or her ability to bring
about change” and that “secondary teachers value their autonomy and do not wish to lead
or be led” (p. 27). This finding was further legitimized by subsequent research stating that
many teacher leaders report that the most difficult obstacle in the way of their success is
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their colleagues because of the general belief that principals should lead and teachers
should teach (Barth, 2001; Phelps, 2008). When leadership roles are given to teachers,
they are often seen as lesser in value and not recognized by their peers and an authority or
expert, leaving them in the position to embrace their leadership or maintain their social
status (Fairman & Mackenzie, 2015. Unfortunately, this dissention leads many teacher
leaders to minimize their expertise to maintain comfortable and trusting relationships and
provide nonintrusive supports and resources rather than honest feedback (Mangin, 2005).
The potential tension teacher leadership can elicit among peers is often reflective
of school culture and the inability of the principal or the organization to adequately
provide support. Most principals in schools today not only support the concept of teacher
leadership, but they also welcome it and see its value (York-Barr & Duke, 2004). The
challenge, however, is that principals are often unprepared and lack the knowledge to
provide appropriate support and clear expectations or foster a culture of shared leadership
(York-Barr & Duke, 2004). The research of Bartlett (2001) and Lieberman and Miller
(2004) pointed out that support for teacher leadership must extend past simply appointing
and endorsing the role. Support must also include structures, time, distribution of
resources, and clearly defined expectations. Lieberman and Miller stated that “time in
schools is in finite supply and in infinite demand” (p. 17), reminding system leaders that
if teacher leaders are to continue their daily responsibility of classroom instruction, time
must be allocated and protected for them to also lead.
Finally, and least documented in the literature, is the lack of training for teacher
leaders. Unlike principals, teachers rarely have opportunities to participate in training to
build their skills in leading adults (Katzenmeyer & Moller, 2009). Although they have
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proven themselves in the instructional arena, they do not always possess the skills
necessary to step into a leadership role. If the goal of leaders is to bring individuals to a
shared vision, increase their potential, and be a catalyst for positive change, organizations
must recognize the socially based challenges teachers face and the lack of resources and
training at their disposal (Fullan, 2006). For the system of education to capitalize on its
most valuable resource as an agent of change, a commitment by principals needs to be
made to remove the barriers for teacher leaders and provide ample support and relevant
training (Katzenmeyer & Moller, 2009).
Theoretical Foundations
The notion that teacher leadership has the potential to be a pivotal impetus for
change when the right conditions and support are in place is not new or innovative in the
body of educational research. What is not clear and studied well, however, are what the
conditions and support should include. Over the past 2 decades, several theoretical
frameworks have been constructed in an attempt to fill this gap, yet they lack evidence of
reliable outcomes. To determine the framework from which to base this study, several
models were evaluated.
The first notable framework targeting teacher leadership is The Center for
Comprehensive School Reform and Improvement’s (CCSRI, 2005) conceptual
framework for teacher leadership. This model insists that for a system to foster the
growth of teacher leaders, school culture and context, roles and relationships, and
structures must be prioritized (CCSRI. 2005). These components are inclusive of
attributes such as encouragement for taking initiative, expectation of teamwork, high
trust, and clearly defined roles and responsibilities. What is omitted is research or
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mention of how to train teachers to lead or in what areas they need to be supported to
thrive. Although the structure shown in figure 6 is a great start to setting the stage for
teacher leadership, this framework suggests in its conclusion that what is known about
the effectiveness of teacher leadership is “in short, somewhat lacking, due to a dearth of
high-quality research and consistent definitions of teacher leadership, making the
findings presented in two decades of literature are inconclusive” (CCSRI, 2005, p.6).
Figure 6
A Conceptual Framework for Teacher Leadership

Note. From What Does the Research Tell Us About Teacher Leadership? Research Brief, by
Center for Comprehensive School Reform and Improvement, 2005, p.1
(https://eric.ed.gov/?id=ED486594).

A few years later, two new teacher leadership frameworks were introduced. The
first was the Teacher Leadership Exploratory Consortium’s (2008) teacher leader model
standards. Like many others, this group of concerned educators acknowledged the power
that teacher leadership could bring to increase effective practices and instruction. To stay
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aligned to the format of the Interstate School Leaders Licensure Consortium’s (ISLLC)
state standards for school leaders, this group identified seven domains to describe the
dimensions of teacher leadership. As noted in the 2005 CCSRI conceptual framework for
teacher leadership, this framework also lacks attention to the skills and personality traits
that effective leaders must possess or learn (Figure 7).
Figure 7
Teacher Leader Model Standards

Note. From Teacher Leader Model Standards, by Teacher Leadership Exploratory Consortium,
2008, p. 9 (http://www.education.udel.edu/wp-content/uploads/2013/07/ExploratoryConsortium.pdf).

In the same year as the Teacher Leadership Exploratory Consortium published the
teacher leader model standards, another team of enthusiastic educators in the state of
Washington came together to bring the process of establishing the teacher leadership
skills framework. By 2009, this model was the first to highlight specific skills and
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dispositions that needed to be developed for a teacher to find success in a leadership role.
Although it took into account the importance of having structures in place to ensure
opportunities and roles for teachers to lead, it focused more on what makes a leader
effective. CSTP continued to refine and improve it over time, noting that this seminal
publication was designed to be used in a wide range of contexts. Nearly a decade later,
the second edition of the CSTP teacher leadership skills framework was published with a
strong emphasis on equity. After extensive research and analysis of models for teacher
leadership, the researcher decided the 2018 CSTP teacher leadership skills framework
offered the most appropriate theoretical framework for this study.
CSTP Teacher Leadership Framework
CSTP (2018) recognized that building the capacity of teacher leaders was an
avenue not only to improving the system of education but also to increasing job
satisfaction and efficacy of teachers. CSTP is an independent nonprofit based in
Washington that is committed to ensuring a strong, well-supported, and highly capable
workforce of educators. Because research in the field of transforming education
consistently pointed to teacher leadership as a critical component, CSTP brought together
a team of 18 educators and specialists to craft a framework of the skills, dispositions, and
roles that must be developed.
This seminal publication was first published in 2009. Since then, CSTP has
continued to study, refine, and adapt the framework to meet the needs of teacher in the
21st century. The framework identifies six areas in which teacher leaders must build their
skills and knowledge: working with adult learners, communication, collaboration,
knowledge of content and pedagogy, systems thinking, and equity (CSTP, 2018). The
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most notable change in the current publication is the acknowledgement that effective
leaders must view their work and decision making through the lens of equity (CSTP,
2018). Although equity should be infused in all areas of teacher leadership, deliberately
highlighting it as a separate area of focus is a reminder to intentionally examine and
challenge one’s personal beliefs, assumptions, biases, and experiences.
Within each of these six areas, the framework defines the discrete skills and
dispositions a teacher must develop to become proficient and succeed as a change agent.
Skills are defined as “the skills teacher leaders need to develop to be effective in a variety
of roles can be broken into six critical aspect; working with adults, communication,
collaboration, knowledge of content and pedagogy, systems thinking, and equity” (CSTP,
2018, p. 1). Dispositions are defined by the Oxford Languages as a person’s inherent
qualities of mind and character” (Oxford Languages, n.d.). CSTP (2018) further defines
them as attitudes that includes taking risks, having integrity, exhibiting high efficacy, and
maintaining credibility with their colleagues. In addition, the ability for teachers to build
these skills and dispositions relies on a central foundational component in the framework
that the establishment of roles and opportunities for teacher leaders to practice and grow
in their effectiveness is necessary (CSTP, 2018).
Roles and Opportunities
Even though the CSTP (2018) teacher leadership skills framework establishes an
expectation that schools, districts, or larger educational structures need to offer a variety
of opportunities for teachers to lead, it does not define what these roles should be. Similar
to many studies and frameworks before, the roles and positions in which teachers can
take the lead vary greatly from school to school and district to district. Whether formally
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or informally, what matters most is that teachers are willing and supported in taking on
leadership roles (Lieberman & Miller, 2004). Lambert (2003) further clarified that the
greatest challenge is not deciding who should be teacher leader; rather, it is creating a
culture that motivates teachers to become leaders. Once the culture and structures have
been set, focus can turn to teachers building the capacity to lead and working continually
on personal and professional growth (Fullan, 2006).
Working With Adult Learners
One of the greatest surprises for teacher leaders is the vast difference in working
with adult learners versus their students. There is certainly a myriad of transferable
strategies, but the skills and dispositions required to navigate the dynamics of an adult
audience are different. CSTP’s (2018) research identified the following key areas of
knowledge and skills and personal dispositions in Table 3.
Table 3
Center for Strengthening the Teaching Profession: Working with Adult Learners
Knowledge and skills
Building trusting relationships
• Fosters group membership
• Takes an ethical stance
• Advocates equity, access and opportunity for each student
• Shows care, support and respect
• Creates a safe environment and navigates discomfort
• Develops and models culturally responsive practices
• Understands adults and their needs as learners
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Table 3 (continued)
Knowledge and skills
Facilitates professional learning for teachers
• Provides opportunities for reflective thinking and courageous conversations
• Structures dialogue and discussion
• Disrupts assumptions
• Fosters learners’ engagement for all participants
• Encourages collegial inquiry and a growth mindset
• Understands development of teacher knowledge both in terms of content knowledge
and pedagogical knowledge
• Fosters responsibility for the group’s learning by all group members
Personal dispositions
•
•
•
•
•
•
•
•

Believes that teacher learning is interwoven with student learning
Values the work of all learners
Accepts and acts on constructive feedback
Possesses courage and vulnerability to take risks
Reliable
Practices empathy
Takes a curious stance
Believes in the capacity of self and others

Note. From Teacher Leadership Skills Framework, by Center for Strengthening the Teaching
Profession, 2018, p.3 (https://cstp-wa.org/cstp2013/wp-content/uploads/2019/10/2018-TeacherLeadership-Framework.pdf).

Communication
It would be a daunting task to find a single leadership framework in any industry
that does not list communication as a priority. Communication skills are paramount to the
success of any leader and must be evaluated, refined, and adapted to multiple audiences
and be efficient (Collay, 2011; Marzano et al., 2005; Murphy, 2005; Skulmoski et al.,
2007). Table 4 illustrates CSTP’s (2018) research identifying the following key areas of
knowledge and skills and personal dispositions for the development of communication.
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Table 4
Center for Strengthening the Teaching Profession: Communication
Knowledge and skills
Builds relationships through communication
• Develops and models culturally responsive practices
• Invites and honors diverse views
• Is aware of diverse communication styles, modes, including what is said and unsaid
Technical skills
• Facilitates learning focused conversations
• Gives and receives feedback
• Is able to regularly plan, act and reflect
• Listens deeply (i.e. paraphrasing, asking clarifying questions) without judgment
• Uses questioning strategies
• Leads data driven dialogue
• Knows the difference between conversation, dialogue and discussion
• Uses mediation skills to synthesize, summarize and navigate discussion
• Facilitates large and small groups
• Uses technology to enhance communication
• Uses appropriate strategies for setting up spaces, materials and pacing
• Maintains objectivity
Personal dispositions
•
•
•
•

Invites and listens to all perspectives and weighs them against bias and values
Holds a positive presupposition that all are working in the best interests of
students/learners (teachers as learners)
Values professional expertise
Is comfortable, or willing to attempt to be comfortable, with healthy, challenging
discussion

Note. From Teacher Leadership Skills Framework, by Center for Strengthening the Teaching
Profession, 2018, p.5 (https://cstp-wa.org/cstp2013/wp-content/uploads/2019/10/2018-TeacherLeadership-Framework.pdf).

Collaboration
As workplace standards and operations shifted in the 21st century to focus on
innovation and creative thinking, collaboration became essential (Partnership for 21st
Century Skills Framework, 2009). Gone are the days of individuals working in isolation
on unrelated or managerial tasks. The cornerstones of collaboration are working
respectfully and effectively within a team for the greater good of the group or
56

organization (Mishra & Kereluik, 2011). To intentionally build a teacher leader’s
collaborative capacity, CSTP (2018) suggests the following key areas of knowledge and
skills and personal dispositions shown in Table 5.
Table 5
Center for Strengthening the Teaching Profession: Collaboration
Knowledge and skills
Collaborative/facilitation skills
• Teaches, develops, and uses norms of collaboration
• Uses appropriate conflict resolution/mediation
• Employs protocols or other collaborative tools
• Models/values diverse opinions and ensures equal opportunity for voice
• Matches language to the situation
• Shares responsibility in leadership and leveraging groups strengths
• Holds oneself accountable to the group’s goals and outcomes
• Moves a group to actionable outcomes
Organizational skills
• Documents a meeting and communicates follow-up
• Knows resources and how to access resources
• Delegates responsibility to group members
• Finds and uses inclusive content/relevant data that invites and encourages discourse
Personal dispositions
•
•
•
•
•
•
•
•
•

Knows when to compromise
Reads the group
Admits when wrong or doesn’t know
Holds passion for topics that motivate others
Willingness to be vulnerable
Takes a curious stance
Practices self-awareness
Is aware of the impact of your position and identity within the group
Fosters community and understands that humanity requires connection

Note. From Teacher Leadership Skills Framework, by Center for Strengthening the Teaching
Profession, 2018, p.7 (https://cstp-wa.org/cstp2013/wp-content/uploads/2019/10/2018-TeacherLeadership-Framework.pdf).
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Knowledge of Content and Pedagogy
Knowledge of content and pedagogy may be the characteristic of teacher
leadership that stands out from leadership models in other fields. Because the ability for
teachers to lead successfully is so dependent on their capability of maintaining trust and
respectful relationships with their peers, they remain practitioners and learners while
holding a leadership role (Danielson, 2006). Firestone and Manno (2008) asserted that if
teacher leaders sacrificed their expertise and practical experiences to lead, much of their
leadership potential would be lost. CSTP (2018) recognizes the following key areas of
knowledge and skills and personal dispositions (Table 6).
Table 6
Center for Strengthening the Teaching Profession: Knowledge of Content and Pedagogy
Knowledge and skills
Possesses strong subject matter knowledge including assessment strategies
Has the ability to analyze both subject matter concepts and pedagogical strategies
Uses effective pedagogical strategies in the classroom based on student need
Assists colleagues at multiple entry points to increase content knowledge and
classroom application of culturally responsive instruction
• Identifies and employs current, research-based, best practices across context and
content
• Uses student data to make equitable decisions about content and pedagogy
Culturally responsive teaching/instruction
• Utilizes culturally responsive instructional strategies to engage all students
• Employs data driven instructional decisions (knowing students, families, community)
• Leverages restorative practices
• Fosters collective efficacy
• Empowers students to instigate transformational change
•
•
•
•
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Table 6 (continued)
Personal dispositions
•
•
•
•
•
•
•

Life-long learner
Reflects about own practice and growth
Commits to supporting growth of others
Appreciates challenges
Values the whole child
Commits to academic growth of all students to close the opportunity gap
Is willing to risk and try new strategies and techniques to reach all students

Note. From Teacher Leadership Skills Framework, by Center for Strengthening the
Teaching Profession, 2018, p.9 (https://cstp-wa.org/cstp2013/wpcontent/uploads/2019/10/2018-Teacher-Leadership-Framework.pdf).
Systems Thinking
Having little or no experience in education outside of the classroom walls,
teacher’s experience with systems thinking is often one of the areas called out as needing
the most focus. Teachers are noted as great system thinkers and masters of organization,
coordination, and planning. The challenge, however, is that teachers are lacking
knowledge and understanding of how the systems of education work within their schools,
districts, and the broader world. Navigating this complex bureaucracy can be an initial
hurdle (Lieberman & Miller, 2004). As a way for teachers to overcome this, CSTP (2018)
highlighted the following key areas of knowledge and skills and personal dispositions as
presented in Table 7.
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Table 7
Center for Strengthening the Teaching Profession: Systems Thinking
Knowledge and skills
Works effectively within system
• Recognizes layers of system(s) and your role in it
• Understands how to work within the established power structure and who has decision
making power
• Navigates the formal and informal hierarchy
• Garners support from and works with stakeholders
• Deals effectively with resistance and discomfort
• Facilitates collective inquiry practices
• Understands and leverages finances/resource allocation
• Asks the right questions at the right time
• Possesses awareness of biases within the system
• Identifies inequalities in systems
Skills of advocacy
• Sets achievable goals
• Creates and implements plan to meet goals
• Builds capacity for sustainability
• Identifies decision makers
• Crafts and delivers an effective message
• Mobilizes people into action
Personal dispositions
•
•
•
•
•

Interest in larger/bigger picture
Attune to relationships
Ability to “read” people and situations
Embraces the opportunity to work with those with diverse backgrounds, experiences,
and views
Seeks to deepen knowledge of systems of oppression

Note. From Teacher Leadership Skills Framework, by Center for Strengthening the Teaching
Profession, 2018, p.11 (https://cstp-wa.org/cstp2013/wp-content/uploads/2019/10/2018-TeacherLeadership-Framework.pdf).

Equity Lens
With the rapidly increasing diversity in public education, it is no surprise that
equity was added to the CSTP teacher leadership skills framework in 2018. Ensuring that
all leaders are intentionally considering their practices and decision making through the
lens of what is best for each individual student has great merit. Among other attributes,
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this is one of the key components that determined the researcher’s choice of the CSTP
(2018) framework to serve as the basis of this study. Although there is still much to be
learned, CSTP (2018) added the key areas of knowledge and skills and personal
dispositions in Table 8 to keep equity at the center of leadership.
Table 8
Center for Strengthening the Teaching Profession: Equity Lens
Knowledge and skills
Self and identity
• Becomes aware of own biases, both explicit and implicit
• Recognizes the impact of your intentions and position within the system knowledge
• Seeks new and current skills (lifelong learner)
Understands race, power, and privilege
• Seeks to understand historical context, systems of oppression and their impact on the
educational system
• Identifies the role in privilege in systems and relationships
• Distinguishes between equity versus equality
• Understands intersectionality
• Practices and models culturally responsive teaching
• Combats institutional “isms” (racism, sexism, ageism, etc.)
Facilitates
• Listens intentionally to hear and understand all voices, in order to hear and understand
perspectives
• Questions to encourage equity of voice and participation, employs mediation skills to
navigate discomfort
• Facilitates trusting relationships to allow vulnerability and growth
• Finds and uses inclusive content and data that invites and encourages discourse
Applies culturally relevant and responsive practices
• Ensures opportunities for all to voice their perspectives
• Advocates for equity in terms of access, opportunity and outcomes
• Builds ongoing cultural competence and awareness
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Table 8 (continued)
Personal dispositions
•
•
•
•
•
•
•

Has courage and commitment to ask hard questions, challenge assumptions, and
advocate
Affirms identities and recognize the power of differences by systematically seeking,
valuing, and working with diverse voices and perspectives
Nurtures own social emotional health
Believes in each person’s continual need and capacity to grow and change
Sees self as primarily accountable to the community
Is self-reflective, empathetic, and compassionate
Understands the limits of one’s own perspective

Note. From Teacher Leadership Skills Framework, by Center for Strengthening the Teaching
Profession, 2018, p.13 (https://cstp-wa.org/cstp2013/wp-content/uploads/2019/10/2018-TeacherLeadership-Framework.pdf).

Gaps in Research
As recent as 2017, Wenner and Campbell asserted that there was a pressing need
for more high-quality research about teacher leadership. Since York-Barr and Duke
(2004) argued that studies in the field of teacher leadership needed to be of higher quality
and have sound research design and analysis, little research has entered the field to fill the
gap in knowledge.
There is a stark discrepancy between the amount of research focused on the
effectiveness of leadership teams versus individual teacher leaders (Vernon-Dotson &
Floyd, 2012). Shortly after the implementation of teacher-led professional development,
research acknowledged that for teachers to move new learning forward, there must be
meaningful, trusting, and supportive relationships between one another (Riveros et al.,
2012). This prompted the next wave of teacher leadership design, professional learning
communities (PLCs), in the early 2000s. PLCs are built under the premise that teacherled professional development or the sharing of expertise paired with structured time for
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peer collaboration will transform instructional practices leading to increased student
success (Riveros et al., 2012).
Even though both teacher-led professional development and PLCs mark
noteworthy shifts in the role of teachers in school reform, they ignore one significant
component: the development of leadership skills. In reiterating the lack of leadership
training included in teacher preparation programs (Lowery-Moore et al., 2016), the
researcher’s goal was to contribute research to the field of teacher leadership by
connecting the successful school reform led by teachers and the explicit development of
leadership potential.
Teachers have a range of expertise and knowledge in addition to a positive
attitude toward service (Murphy, 2005). Murphy (2005) stated that these attributes of
teachers paired with their enthusiasm and ability to build strong relationships provide a
solid foundation for success as leaders. Murphy argued that “teachers who have a wide
array of skills, broad knowledge, a healthy attitude about service to others, and
enthusiasm and willingness to serve have the greatest success as leaders” (p. 68). The gap
in research, however, has indicated time and again that teachers must develop strong
skills and be supported in building their capacity to facilitate adult learning and manage
large scale change (Murphy, 2005). With as much research as there is on the topic of
teacher leadership, there remains no conclusive list of skills or personal dispositions that
provide a reliable model for developing effective teacher leadership (Danielson, 2006;
Gabriel, 2005; Lieberman & Miller, 2004; Murphy, 2005).
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Summary
Teacher leaders were identified because they consistently demonstrate strong
instructional practices and high levels of student success. They do not, however, always
possess the skills necessary to lead transformational change and facilitate adult learning.
As noted in CSTP’s (2018) teacher leadership skills framework teachers must develop
their knowledge, skills, and dispositions in the area of leadership to become effective in
impacting student learning and educational change beyond their individual classrooms.
The list of leadership skills is lengthy and representative of both natural and learned
behaviors. By intentionally providing teachers with training designed to build their
leadership skills and build on their natural leadership potential, the outcome of teacherdriven school reform will be more consistent and far reaching.
Teacher leadership has been well established as a constructive strategy for school
reform. Expanding the role of teachers to include leadership within the organization
benefits students, teachers, and the entire educational system. In a 2016 study of teachers
who participated in a leadership program, those teachers who engaged in explicit
leadership training recorded growth in their confidence, ability to use data to inform
instructional practices and curriculum, professional and personal well-being, and
understanding of how their practice in the classroom impacted the school and larger
community (Lowery-Moore et al., 2016). Teachers who see themselves as agents of
change and valued voices in the decision-making process have the power to contribute to
school reform.
The idea of teacher leadership arose in the 1980s as a response to growing
concern that schools were no longer meeting the ever-changing societal needs (Darling-
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Hammond et al., 1995.). Initially, teachers were asked to lead training for their peers as a
way to support one another more effectively in learning and changing practices. This
model, however, led to little change. Further research discovered that teacher-led training
in which staff had meaningful and trusting peer relationships and time built into their
agenda for collaboration work time had better results (Riveros et al., 2012). Still, reform
continues to be slow to reach students, if at all.
Simply identifying teachers as leaders does not guarantee they have the skills,
confidence, and desire necessary to engage in transformational leadership. This is the
rationale for intentionally investing in and nurturing teacher leadership (Killion et al.,
2016). The researcher’s interest was to explore the effect of explicit leadership training
on the ability of teachers to lead school reform. This topic contributes to the current field
of research by examining teachers as individuals capable of large-system change. I
believe that teachers possess the knowledge and context to be the most impactful change
agents in education, but teacher preparation programs and in-service training has not
armed them with the leadership skills to embrace their potential influence.
Synthesis Matrix
The researcher relied on a synthesis matrix to organize the references used to
support the research for this study. The synthesis matrix includes nine sections, each
representing one of the significant bodies of study (Appendix A). This organizational
device provided a tool for the researcher to carefully review, verify, and cross-check the
references in each of the key areas related to the study of effective teacher leadership. In
addition, it served as a map of this study ensuring that all research, conclusion, and
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recommendations for further research were related to the original purpose statement and
significance of the study.
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CHAPTER III: METHODOLOGY
Overview
Public education in the United States is a system that is reluctant and resistant to
change (R. K. Payne, 2001), making it difficult for educators to adapt the school
environment to successfully prepare students for the rapidly changing world. With 98,469
schools and 50.5 million students being served in public schools nationwide (de Brey et
al., 2021), the mechanism for change has been a focus of much research and evaluation.
One resource that has successfully implemented change time and again in schools and
districts is teacher leadership (Fullan, 2005). This study adds to the body of knowledge in
the field of education pertaining to the development of teacher leadership. By identifying
and describing the most important skills and dispositions that successful teacher leaders
use, this study provides a roadmap to support and train teacher leaders.
To achieve the stated research goals, this chapter provides a description of how
this study was conducted and includes the purpose statement, research questions, and
research design. The methodology section also describes the population and sample, the
instrumentation, validity, and reliability. Data collection, data analysis, and limitations of
the study are also included. Prior to any activity related to this study, approval was
obtained from the University of Massachusetts Global Institutional Review Board (IRB)
to conduct the study.
Purpose Statement
The purpose of this mixed methods Delphi study was to identify and rate the most
important leadership skills and personal dispositions that effective teacher leaders use in
leading educational change initiatives based on the CSTP (2018) teacher leadership skills
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framework. In addition, this study explored how effective teacher leaders describe the
leadership skills and personal dispositions that are most important in leading education
change initiatives.
Research Questions
The following research questions were used to guide this study.
Delphi Round 1
1. Based on your experience as an effective teacher leader, what leadership skills are
most important to use in leading educational change initiatives? In no specific
order, list the most important leadership skills teacher leaders use in leading
educational change initiatives based on your experience as a teacher leader
(please list a minimum of five and no more than 15).
2. Based on your experience as an effective teacher leader, what personal
dispositions are most important to use in leading educational change initiatives?
In no specific order, list the most important personal dispositions teacher leaders
use in leading educational change initiatives based on your experience as a
teacher leader (please list a minimum of five and no more than 15).
Delphi Round 2
1. There were 133 leadership skills reported by the participants in this study. Thirty
leadership skills were identified by four or more participants. Each of these most
frequently reported leadership skills has been moved forward to the Round 2
questionnaire. Reflect on the question below and rate each leadership skill.
Based on your experience as an effective teacher leader, which of the most
frequently reported leadership skills listed below are most important to use in

68

leading educational change initiatives? Please rate each leadership skill as most
important, moderately important, or least important. You will identify
• no more than 10 as most important
• no more than 10 as moderately important
• no more than 10 as least important
2. There were 74 personal dispositions reported by the participants in this study.
Twenty-nine personal dispositions were identified by four or more participants.
Each of these most frequently reported personal dispositions has been moved
forward to the Round 2 questionnaire. Reflect on the question below and rate each
personal disposition.
Based on your experience as an effective teacher leader, which of the most
frequently reported personal dispositions listed below are most important to use in
leading educational change initiatives? Please rate each personal disposition as
most important, moderately important, or least important. You will identify
• no more than 10 as most important
• no more than 10 as moderately important
• no more than 10 as least important
Delphi Round 3
1. From your experience, how do you describe the leadership skills that were
identified as most important in leading educational change initiatives?
2. From your experience, how do you describe the personal dispositions that were
identified as most important in leading educational change initiatives?

69

3. What has been the single most impactful leadership skill for you personally?
Give an example of an experience in which this was highlighted.
4. What has been the single most impactful personal disposition for you personally?
Give an example of an experience in which this was highlighted.
Research Design
For this study, the researcher used the classical Delphi research method to identify
the most important leadership skills and personal dispositions used by expert teacher
leaders. Through an iterative process, the Delphi method is designed to collect
anonymous opinions from experts in the field of study and narrow down their responses
using multiple rounds of data collection and analysis. The Delphi method was initially
developed by RAND Corporation’s Norman Dalkey in the 1950s to elicit expert input
and build consensus (Dalkey & Helmer, 1963). This method of research is well respected
in the field of education because it provides structured opportunities for experts to
communicate their perspective and experience to identify trends that relate to a specific
area of focus that is not well understood (Skulmoski et al., 2007).
The classical Delphi method includes four key features recommended by Rowe
and Wright (1999):
1. Anonymity of Delphi participants: allows the participants to freely express
their opinions without undue social pressures to conform from others in the
group. Decisions are evaluated on their merit, rather than who has proposed
the idea.
2. Iteration: allows the participants to refine their views in light of the progress
of the group’s work from round to round.
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3. Controlled feedback: informs the participants of the other participant’s
perspectives, and provides the opportunity for Delphi participants to clarify or
change their views.
4. Statistical aggregation of group response: allows for a quantitative analysis
and interpretation of data. (p. 354)
This research study included three rounds of data collection (Figure 8). The first
round employed an open-ended, electronic questionnaire collecting the expert
participants’ opinions about the leadership skills and personal dispositions that are most
important to use in leading educational change initiatives based on the teacher leadership
skills framework designed by the CSTP (2018). The initial open-ended questionnaire was
based on extensive review of literature and functions as the basis for the subsequent
rounds of questions and the iterative process (Hsu & Sandford, 2007).
Figure 8
Three Round Delphi Process

Note. From “The Delphi Method for Graduate Research,” by Skulmoski et al., 2007, Journal of
Information Technology Education, 6, p. 3.
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After the responses were collected and summarized by the researcher, the skills
and personal dispositions identified in Round 1 were shared with the participants as the
foundation for Round 2. In Round 2, the teacher experts reviewed the data and ranked the
responses based on their personal perspective and experiences. This round was designed
to prioritize the leadership skills and dispositions as well as highlight areas of agreement
and disagreement between experts (Ludwig, 1994).
In the third round, the participants had the opportunity to reflect on the results of
Round 2 and refine their responses. In addition, a sample from the larger group was
interviewed to provide thoughts for the final judgements. This final round offered
panelists the opportunity to describe how each of the prioritized skills and dispositions is
important in leading educational change initiatives.
Population
According to Creswell and Guetterman (2019), a population is “the group of
individuals having one of more characteristics that distinguishes them from other groups”
(p. 390). The population for this study included TK–12 public school teacher leaders in
California. California Department of Education (2021) asserts that the state includes 58
counties with 1,037 school districts employing over 307,400 teachers. A public school
teacher in California is a person who provides instruction in a virtual or physical
classroom setting in a public school district. A teacher is required to have completed a 4year bachelor’s degree and a minimum of 1 year of postgraduate teacher preparation that
includes in service training (Kowarski, 2021). A teacher is responsible for instructing and
facilitating learning in accordance with the California Standards for the Teaching
Profession (Commission on Teacher Credentialing, 2009):
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•

Engaging And Supporting all students in Learning

•

Creating and Maintaining Effective Environments for Student Learning

•

Understanding and Organizing Subject Matter for Student Learning (Content
Specific Pedagogy)

•

Planning instruction and Designing Learning Experiences for All Students

•

Assessing Student Learning

•

Developing as a Professional Educator (p. iv)

Within the group of teachers in California, the population for this study was
teacher leaders. Teacher leaders are teachers who have the ability to maintain their work
with students while having extended influence beyond their classroom, school, or
organization (Danielson, 2006; Fullan, 2005; Katzenmeyer & Moller, 2009). California
does not have a data system to keep track of the various types of teacher leaders for each
school and school district, but, given that there are over 300,000 teachers in California
and many of them have additional leadership responsibilities, there are a large number of
teacher leaders in California.
Target Population
The target population or “actual list of sampling units from which the sample is
selected” (Creswell & Guetterman, 2019, p. 390) narrows the extensive population of
TK–12 public school teachers in California to a more focused representative group of the
full population. The researcher’s intent was to gather and analyze the results of the study
and apply the data to make inferences to the target population (McMillan & Schumacher,
2010).
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The target population for this study included TK–12 public school teacher leaders
from Northern California, specifically Marin and Sonoma counties. At the most
foundational level, researchers have agreed that teacher leadership refers to the ability of
teachers to maintain their instructional responsibilities while having extended influence
beyond their classroom, school, or organization (Danielson, 2006; Fullan, 2005;
Katzenmeyer & Moller, 2001). For this study, a teacher leader was defined as a teacher
who assumes formally or informally one or more of a wide array of leadership roles to
support school and student success (Harrison & Killion, 2007).
Because there are over 300,000 teachers in California and many of them could be
teacher leaders, a target population based on accessibility to subjects was determined to
reduce the population under study and to align the study to the resources available to the
researcher (McMillan & Schumacher, 2010). The researcher identified two counties,
Marin and Sonoma, out of the 58 counties in California for several reasons. First, this
Northern California region offered school districts that include a diverse population that
mirrors the demographics of California, a variety of school models, and a wide range of
teacher leadership opportunities and experiences.
Marin County, with its high wealth and professional communities, represented the
more affluent areas of the state. Alternatively, Sonoma County has many small school
districts, each with a high population of Hispanic and working-class families who serve
the many types of agriculture that dominates this county. Thus, the two counties
represented some of the diversity of the state: high-wealth professional families,
agriculture-dominated families, and high concentrations of Hispanic families from the
many valleys of California (Table 9). Lastly, at the time of this study, the researcher
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worked in one of the counties and was in professional contact with leaders of both
counties so that the population of teacher leaders was accessible (Table 10).
Table 9

Total enrollment

Hispanic

African American

Asian

White

English learners

Socioeconomically
disadvantaged

Demographic Comparison of Public School Students Enrolled in California and Marin and
Sonoma Counties in 2020–2021

6,002,523

55.3%

5.2%

9.5%

21.7%

17.7%

58.9%

Marin County

31,939

32.5%

1.7%

4.6%

52.8%

15.2%

28.8%

Sonoma County

66,450

47.2%

1.6%

3.1%

40.6%

17.7%

45.6%

California

Note. (Education Data Partnership, 2021).
Table 10
Public School and Teacher Population for Marin and Sonoma Counties
County

School districts

Teachers employed

19
3

1,872
4,152

Marin
Sonoma
Note. (Education Data Partnership, 2021).

Sample
Creswell and Guetterman (2019) defined a study’s sample as “a group of
participants in a study, selected from the target population from which the researcher
generalizes to the target population” (p. 390). The sample can also be described as a
subset of the target population that represents a larger and broader population (Creswell,
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2003; Patton, 2015). This study started with over 300,000 California teachers, and of that
population, a large number of teacher leaders were possible. To limit the population
being studied, the target population was created from two counties, Sonoma and Marin.
From this target population, there were still too many possible teacher leaders for the
resources available for this study. Consequently, a sample from the target population was
determined (McMillan & Schumacher, 2010).
Sample Selection Process
To find the sample population, purposeful sampling for the mixed methods Delphi
study was used. According to Creswell (2012), purposeful sampling is a process in which
participants are chosen intentionally by the researcher to learn more about a specific
phenomenon. In this study, the phenomenon was effective teacher leadership. To achieve
the purposeful sample, specific criteria were identified to find teacher leaders who were
highly experienced and who could inform the study’s research questions. The purposeful
sampling criteria included the following:
•

currently employed as a TK–12 public school teacher possessing a California
teaching credential

•

completed a minimum of 3 years of successful teaching experience

•

served in a formal or informal teacher leadership role for a minimum of 1 year

•

participated in formal teacher leadership training

•

recognized as a leader among teaching peers by the district and/or principal
Determining the concrete number of expert participants for a Delphi study

depends on the type of research and the criteria set forth by the researcher to align with
the purpose of the study (Giannarou & Zervas, 2014). Typically, this number ranges from
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seven to 30. The size of a Delphi panel is usually more than 10; however, a panel may
have as low as three members or as high as 80 members (Akins et al., 2005; Grisham,
2009). With this in mind, the researcher considered and adjusted for the potential error
rate due to expert participants dropping out. The higher the number of sample members
that follow through and complete the full study, the lower the error rate. This leads to a
high quality and reliable study (Giannarou & Zervas, 2014).
For this study, the established criteria were agreed upon with each of the expert
dissertation sponsors. A dissertation sponsor is an individual who has expertise in the
field of study and is unbiased in the outcome of the research. For this study, a dissertation
sponsor was selected to represent each of the counties of Marin and Sonoma. The two
dissertation sponsors selected were experts in the field of teacher leadership. Amie
Carter, the assistant superintendent of education services for the Marin County Office of
Education, oversaw professional development and teacher support. Sarah Lundy, the
director of teacher leadership for the Sonoma County Office of Education, was
responsible for the teacher leadership academy and network in Sonoma County. Based on
the list of criteria, the sponsors compiled a list of teacher leader experts who met the
needs of the study. Jointly, the researcher and the dissertation sponsor from each county
invited each of the identified teacher leaders to participate in the study. The final expert
panel consisted of 29 teacher leaders for Rounds 1 and 2 and six teacher experts for an indepth third round, follow-up interview.
The selection process began by the researcher partnering with two dissertation
sponsors who were experts in the field of teacher leadership. The two sponsors were
contacted individually and asked to nominate a minimum of 10 teacher leaders whom
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they perceived as experts and met all of the criteria from their county. The sponsors
provided 45 names and each teacher leader’s contact information. Those teacher leaders
who were nominated were contacted by the researcher via email to seek their
participation for the study. Rounds 1 and 2 included the participation of 29 of the
nominated teacher leaders. For Round 3, volunteers from each county were sought for an
in-depth interview to describe the leadership skills and personal dispositions that were
most important in leading education change initiatives. Six expert panelists completed
Round 3, three from Sonoma County and three from Marin County.
Instrumentation
The Delphi research method began with an email to the teacher leader expert
participants who had been identified by the dissertation sponsors that included the
dissertation sponsor abstract (Appendix B) and invitation to participate in the study
(Appendix C). The invitation explained the purpose of the study, the reasons they had
been selected, and the link for the initial participant information questionnaire and
consent to participate. This questionnaire collected demographic data and their
perceptions about the phenomenon being studied.
Each teacher leader was asked to respond using the link provided in the email in
order to indicate their interest in participating and confirmation of informed consent. The
link included the informed consent and confidentiality in PDF and digital form
(Appendix D & Appendix E), the UMASS Global University Institutional Review Board
Approval (Appendix F), the Research Participant’s Bill of Rights (Appendix G), and
CITI Clearance “Protecting Human Research Participants” Course completion record
(Appendix H). The researcher received consent from 20 participants and began the
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research study. In addition, this link was a test of the electronic survey platform that
would be used for the first two rounds.
The traditional tool used for a Delphi study is a questionnaire (Brady, 2015).
Further, Hsu and Sandford (2007) stated that the questionnaire in a Delphi study serves as
the cornerstone in gathering the pertinent information and data from the Delphi panel of
experts. In addition to the survey instrument, an interview was developed to gain further
understanding on comments the teacher experts made in Round 2. In order to ensure a
quality questionnaire, the researcher conducted a field test of each tool (Appendix I).
This mixed methods Delphi study used a combination of online survey tools
delivered through email and individual interviews as methods to collect data and
communicate with the expert participants. The Delphi study included a three-round
process with experts in the field of TK–12 public education who met the criteria to be
recognized as effective teacher leaders. The first round, Questionnaire 1, was the
investigative phase of the Delphi process, which included open-ended questions eliciting
unbiased or unguided responses from the expert panelist (Adler & Ziglio, 1996). Through
Questionnaire 1, a list of leadership skills and personal dispositions that the participants
believed are most important to use in leading educational change initiatives was
generated. These leadership skills and personal dispositions were used to create
Questionnaire 2 in which the panelists rated the skills and dispositions. In Round 3, a
smaller sample of the expert panel was interviewed to provide a description of the most
important leadership skills and personal dispositions that are used in leading education
change initiatives.
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Delphi Round 1
After identifying the expert panel of teacher leaders, each participant was
introduced to the CSTP (2018) teacher leadership skills framework. Explicit attention
was placed on the areas of leadership skills and personal dispositions as the focus of this
study. In an email to each teacher leader who consented to participate (Appendix J), the
electronic survey administered in Round 1 asked each participant the following openended questions (Appendix K):
1. Based on your experience as an effective teacher leader, what leadership skills are
most important to use in leading educational change initiatives? In no specific
order, list the most important leadership skills teacher leaders use in leading
educational change initiatives based on your experience as a teacher leader
(please list a minimum of five and no more than 15).
2. Based on your experience as an effective teacher leader, what personal
dispositions are most important to use in leading educational change initiatives?
In no specific order, list the most important personal dispositions teacher leaders
use in leading educational change initiatives based on your experience as a
teacher leader (please list a minimum of five and no more than 15).
Delphi Round 2
The survey instrument used in Round 2 was designed to rate the results of
Round 1. Having shared the results of Round 1 with all participants, the researcher sent a
follow up email (Appendix L) administering a second electronic data collection
instrument in which the participants rated the leadership skills and personal dispositions
that were identified in the first round (Appendix M). The survey instrument asked the
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participants to rate each skill and disposition as most important, moderately important, or
least important. Each rating could be used only 10 times.
Delphi Round 3
In Round 3, a smaller sample of the expert panel was selected to provide
description and context for the results. This smaller sample included six of the original
participants. Three candidates from each county were randomly selected from the list of
teacher experts who completed Round 2 and offered to participate in the third round. For
this round, the data and analysis from Round 2 was shared with each individual. The
participants were interviewed individually, reflecting on the information provided. Prior
to the interviews, the Round 3 instrument was field tested by teacher leaders who had not
chosen to participate in the final round. This field test (Appendix N) provided the
researcher an opportunity to further refine the tool based on the reflections of the
participants (Appendix O). Once the Round 3 instrument was finalized, the researcher
send an email to the six teacher leaders who agreed to participate in the final round
(Appendix P). This email provided an overview of the Round 3 process, options for times
to be interviewed, and a copy of the audio release form (Appendix Q) as the interviews
would be recorded. The final interview instrument used for the six teacher experts in
Round 3 was a series of four open-ended questions in the two focus areas of the study
(leadership skills and personal dispositions; Appendix R)
1. From your experience, how do you describe the leadership skills that were
identified as most important in leading educational change initiatives?
2. From your experience, how do you describe the personal dispositions that were
identified as most important in leading educational change initiatives?
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3. What has been the single most impactful leadership skill for you personally? Give
an example of an experience in which this was highlighted.
4. What has been the single most impactful personal disposition for you personally?
Give an example of an experience in which this was highlighted.
Validity
Validity of the research instruments is based on determining whether the findings
of the surveys and the interviews are accurate reflections of the participants’ perceptions
of the study under investigation (Creswell & Creswell, 2018). Creswell and Creswell
(2018) recommended the use of multiple approaches to enhance the researcher’s ability
to assess the accuracy of findings and to convince readers of that accuracy. This Delphi
study research design first developed validity by having administrative sponsors who
knew firsthand about the work of teacher leaders to recommend teacher leaders experts
who were successful in leading school change in their schools. Second, a teacher leader
expert’s panel was chosen by the sponsors based on their reputation and experience of
leading school change to share their leadership skills and personal dispositions.
Specific research methods of the Delphi study aided the validity of the data
collected (Rowe & Wright, 1999). The data collected in Round 1 increased validity
because of the anonymity of the initial responses given by teacher experts on the survey.
Expert panel members provided their survey responses independent of the other
participants and thus were able to share their perceptions without influence from other
teacher experts. A second validity method was used in Round 2 by allowing teacher
experts to see the independent responses of the panel and then to individually reflect
about the responses of the other teacher leaders. After the teacher leaders reflected on the
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responses of the entire panel, they were asked to reflect on the other experts’ responses.
Again, independent of the other teacher experts, each teacher expert panel member was
able to reflect on the ratings of the other participants and refine their views in light of the
other participants’ responses. Lastly, the study added validity based on the triangulation
of data sources. In Round 3, interviews were held with six of the teacher experts, and the
findings of semi structured, open-ended information were compared to survey responses
to find patterns of similarities and differences. Thus, these techniques avoided groupthink
in which participants strive for unanimity rather than recommend their unique
perspectives (Yousuf, 2007).
The use of independent responses from teacher leaders in Rounds 1 and 2 avoided
the groupthink mentality as well as avoided one or two teacher experts dominating
other’s perspectives. Rounds 1 and 2 were completed independently and without
influence from the other experts. This process also provides a system by which the
experts were not influenced or persuaded with their answers and opinions (Hsu &
Sandford, 2007; Yousuf, 2007). An additional layer of validity was provided by
including an interview process for a smaller sample in Round 3. In this round, the
responses from Rounds 1 and 2 were compared to the interview data collected from six
of the 29 participants.
Two other research methods were used to increase the validity of Round 3, the
interview of six teacher experts who completed Rounds 1 and 2. A field test was
conducted to ensure that the interview questions elicited the leadership skills and the
dispositions intended for the study. The interview field test was conducted by a teacher
expert not included in the study, providing feedback about the effectiveness of the
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questions. In addition, the researcher and an outside observer, who had a doctorate and
who was experienced in conducting qualitative studies, provided feedback on the
interview questions and the interview process.
The researcher further increased the validity of this Delphi study by field-testing
the instructions, questionnaires, and examples of Rounds 1 and 2 with a doctoral student
who had experience in administering surveys and who was not a member of the expert
panel. These methods assisted this study with valid information for all three rounds
(Keeney et al., 2001).
To ensure clarity and establish validity of the instruments, it is was important
to incorporate a field-testing process. The questionnaires, instructions, and email
documents were field-tested prior to questioning the teacher expert panel in Round 1.
The field-test participant met the same criteria as the panel of experts. The field-test
participant provided feedback for each round of the Delphi research data collection
process.
Lastly, various validation techniques were used to increase validity. According to
Creswell and Miller (2000), there are eight validation strategies:
•

prolonged engagement and persistent observation in the field

•

triangulation

•

peer review or debriefing

•

negative case analysis

•

clarifying/researcher reflexivity

•

member checking
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•

rich, thick descriptions

•

external audits (p. 1)

Further, Creswell and Miller (2000) asserted that a researcher should engage in at
least two of the eight validation strategies for a study. Therefore, the researcher applied
the following techniques listed and described to this study:
1. Clarifying/researcher reflexivity: This validity procedure is focused on the
researcher to ensure that the researcher’s bias is self-disclosed from the onset of
the study so as not to impart personal assumptions, beliefs, or experiences onto
the participants. Thus, each participant participated in an introduction meeting in
which the researcher included comments on past experiences, biases, prejudices,
and orientations that have likely shaped the interpretation and approach to the
study.
2. External Audits: An external audit is conducted to allow an external consultant,
the auditor, to examine both the process and the product of the account, assessing
their accuracy. The auditor should have no connection to the study and is able to
provide an unbiased review of the study. In evaluating the study, the auditor
examines whether or not the findings, interpretations, and conclusions are
supported by the data. For this study, an external auditor was employed to review
the research methodology, sample selection, data collection process, and analysis
of results.
3. Member checking: For this validity procedure, the focus shifts from researcher to
participant. The purpose is to verify that the data collected are accurate and
interpreted correctly. After the data from each round of the Delphi study were
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analyzed and compiled, the results were shared with the participants to review. In
this process, panelists were able to clarify information, correct misinterpretations,
and reflect on the outcome. Similarly, after each interview in Round 3 was
completed and the researcher was able to gather all responses from each subject,
the researcher sent the transcript to each participant to check for accuracy. Each
participant was given the opportunity to make corrections, deletions, and/or
additions to the transcript to ensure clarity and validity.
To ensure that the researcher’s bias and past experience did not interfere with data
collection, two dissertation sponsors were selected to recommend teacher leader experts
for the panel. These sponsors, who knew the work of the teacher leaders, reviewed the
purposeful sampling criteria and based on that criteria recommended teacher experts as
panelists. Participants were selected for their expertise, experience, and reputation among
peers and supervisors. This unbiased selection process and the participation of experts in
the field of study assured the validity of the instrument and data collection (Habibi et al.,
2014).
Reliability
Reliability refers to the extent by which the data collected by an instrument in a
study are consistent over multiple uses, produce an accurate representation of the
population being studied, and can be replicated in similar research studies (Bashir et al.,
2008). Merriam and Tisdell (2016) asserted that gauging reliability in studies of social
sciences is troublesome because human behavior is never consistent. For that reason, this
study used a Delphi design to build reliability through the consensus building process.
Through the three rounds of data collection, participants identified and defined their
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responses, reflected on the overall results, rated the results, and provided context and
details for their reasoning. The researcher enhanced reliability of coding and data analysis
by asking all participants not only to list but also to describe their initial responses. This
addition to the instrument was based on the field test conducted to ensure its
appropriateness and reliability.
Researcher as an Instrument
The researcher served as the primary instrument of data collection in the third
round of this Delphi study. After two rounds of collecting open-ended survey responses
c, the researcher conducted interviews in Round 3 to gather qualitative data to better
describe the results of Rounds 1 and 2. Patton (2015) stated that in qualitative research,
“The researcher is the instrument of inquiry” (p. 3). Throughout Round 3, the researcher
conducted the semi structured, open-ended interviews with a clear understanding that as
the primary instrument, she had to be mindful of her conduct because it could influence
the participants’ responses (McMillan & Schumacher, 2010).
The researcher chose to interview six of the 29 teacher leaders who participated in
the full study. Because the researcher trained teacher leaders as a part of her role as
assistant superintendent and played an active role in teacher leadership programs in the
region at the time of the study, she was cognizant of potential biases in data collection
and interpretation. As a strategy to build trust and empathize with the participants, the
researcher often cited personal and professional experiences that contributed to building a
connection with the participants (McMillan & Schumacher, 2010). To this end, the
researcher identified herself as a proponent of teacher leadership as a means to lead
educational change during the introduction of the interview.

87

Although fostering trust and connection can support a comfortable interview
environment, Patton (2015) emphasized the importance of maintaining “empathic
neutrality” (p. 59). To ensure a neutral and nonjudgmental interview, the researcher
refrained from sharing personal stories while listening to participants share their stories.
In addition, it was important that the researcher minimized bias during the data collection
process by maintaining close adherence to the methodology and pilot-testing protocols.
Therefore, credibility of collected qualitative data was dependent upon the competence
and objectivity of the researcher (Patton, 2015).
Field Test
The reliability of an instrument is based on whether the researcher, participants,
and readers of the study maintain that the findings are accurate and consistent from their
standpoint. An imperative method used to increase the reliability of this study was
through the implementation of a field test. McMillian and Schumacher (2010) asserted
that a field test is essential to check an instrument for bias. Prior to initiating the Delphi
study with the expert panelists, a field test of the survey and interview instruments
designed for each of the three survey rounds was conducted. To ensure that each
instrument was valid and reliable and that each round of the study built upon the last
appropriately, the Delphi process required pretesting (Linstone & Turoff, 2002). The field
test provided insight into where the script and instrument could be improved, but by
practicing the process, the researcher was able to gather more valid and reliable data. The
feedback for each round was noted by the researcher and used to refine the instruments.
To ensure clarity and establish validity of the instruments, it was important to
incorporate a field-testing process. For Rounds 1 and 2, the questionnaires, instructions,
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and email documents were field-tested prior to questioning the expert panel. The fieldtest participant met the same criteria as the panel of experts. The field-test participant
provided feedback for each round of the Delphi research data collection. The researcher
used a script to introduce and conduct each individual round of the Delphi study. For
Round 3, the interview instrument was field-tested by having a mock interview with a
teacher expert who was not included in the study. Two questions were asked of the
teacher expert to describe the leadership skills and personal dispositions that the expert
rated as most effective when leading educational change initiatives. During this field test,
a reflection form was completed by the interviewer, the observer, and the teacher expert.
Based on the reflections of these three members of the field-test team, modifications to
the interview process were made.
Intercoder Reliability
Intercoder reliability is the process of cross-checking data codes using multiple
researchers (Creswell, 2014). After the data collection is complete, the researcher can
enlist the partnership of peers to verify the precision of coding each theme identified in
the data. This process was used to calibrate the members of the team to increase the
intercoder reliability of the analysis. Intercoder reliability refers to multiple researchers
interpreting the same data, resulting in agreeable outcomes (McMillan & Schumacher,
2010).
Using this system of reliability, intercoder agreement occurs when two or more
data analysts agree on the codes used for the same passages of text or similar
terminology. For this study, the researcher elicited the support of an external coder to
examine the data collected after each round of the Delphi study. This individual held a
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doctoral degree, had significant experience in the field of educational research, and was
recognized in her organization and the larger region as an expert in the development of
teacher leadership.
Experimental Mortality
The loss of members from the panel of experts during a Delphi research study is
referred to as experimental mortality (Jurs & Glass, 1971). The researcher communicated
with the panel of experts via email for the completion of the three rounds of data
collection. Expert panel members were reminded via email to complete questionnaires for
the first two rounds. During the third round, six members who previously took the openended surveys were chosen to participate in an interview. During the data collection
rounds, there were three expert panel members who withdrew from participating in this
study because of personal reasons. For a Delphi research study, it is common for
members from the panel of experts to drop out for a variety of unexpected reasons,
including home life changes and/or professional challenges.
The core validity for this study hinged on the panel of experts completing the
questionnaires; therefore, the validity of the research could become threatened because of
the number of expert panel members lost (Jurs & Glass, 1971). For this study, the expert
panel started with 20 practical expert members.
Data Collection
Human Subjects Consideration
Prior to the interviews being conducted, the proposed study was submitted to the
Institutional Review Board (IRB) at UMass Global University. The IRB policies are put
in place to protect human subjects in research, to confirm compliance with federal
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regulations, and to verify that ethical considerations have been attended to (McMillan &
Schumacher, 2010). After approval to conduct this study was granted by the UMass
Global University IRB (UMIRB), the researcher first sent an email copy of the
Dissertation Sponsor Meeting Abstract to each of the dissertation sponsors seeking
permission to conduct research with teacher leaders they had identified in their county’s
school districts. Upon validation from the dissertation sponsors, the researcher sent each
recommended participant the Invitation to Participate in the Delphi study email and the
informed consent and confidentiality email, which included the link to the informed
consent and confidentiality digital consent form. The researcher received consent from 20
participants and began the research study.
The email communication included the researcher’s background, an overview of
the study including an estimate of the time commitment request, a description of the
research methodology and each round of the Delphi study, an informed consent form, a
consent form for audio recording of the interviews, which included an option for the
participants to review the interview transcription at a later date, and the researcher’s
contact information.
Confidentiality and anonymity were upheld throughout the research process. At
no point were participants identified by name, and no participant’s school site and school
district were disclosed during the data collection, analysis, or reporting of results.
Although all information that could be identifiable remained anonymous from the expert
panelists throughout the study, the email address of each participant was obtained by the
researcher for participation in the electronic questionnaire and for verification to
participate in each round of research (Okoli & Pawlowski, 2004).
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The researcher implemented the prescribed multistep, iterative process defined by
the classical Delphi technique (Hsu & Stanford, 2007). Rowe and Wright’s (1999)
recommended four key features determined the data collection process:
1. Anonymity of Delphi participants: allows the participants to freely express
their opinions without undue social pressures to conform from others in the
group. Decisions are evaluated on their merit, rather than who has proposed
the idea.
2. Iteration: allows the participants to refine their views in light of the progress
of the group’s work from round to round.
3. Controlled feedback: informs the participants of the other participant’s
perspectives, and provides the opportunity for Delphi participants to clarify or
change their views.
4. Statistical aggregation of group response: allows for a quantitative analysis
and interpretation of data. (p. 354)
Delphi Round 1
The researcher sent an introduction and informational email to each of 32 teacher
leaders who agreed to participate in the study and submitted their signed consent form.
This email described the study, provided an overview of the CSTP (2018) teacher
leadership skills framework included a link to the full CSTP teacher leadership skills
framework document for review, and included a link to the Round 1 questionnaire. The
researcher created the questionnaires based on the research purpose statement and
research questions. The questionnaires for all three rounds were developed using the
online application Google Forms (Brady, 2015; Hsu & Sandford, 2007).
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The panelists had 1 calendar week to review the information and complete the
survey. All responses were visible in real time and only accessible to the researcher. The
Round 1 questions were open ended and included the following script:
1. Based on your experience as an effective teacher leader, what leadership skills are
most important to use in leading educational change initiatives? In no specific
order, list the most important leadership skills teacher leaders use in leading
educational change initiatives based on your experience as a teacher leader
(please list a minimum of five and no more than 15).
2. Based on your experience as an effective teacher leader, what personal
dispositions are most important to use in leading educational change initiatives?
In no specific order, list the most important personal dispositions teacher leaders
use in leading educational change initiatives based on your experience as a
teacher leader (please list a minimum of five and no more than 15).
Delphi Round 2
After all responses had been collected, the researcher consolidated and sorted the
data. The researcher reviewed the teacher leader responses and developed a list of unique
items by removing duplicates and combining like responses received from the expert
panel. The list of the final leadership skills and personal dispositions was reviewed and
compared with the original responses to establish interrater reliability. The interrater
reviewer had earned a doctoral degree and had experience establishing interrater
reliability with qualitative studies. The interrater expert provided the accuracy during this
data collection process.
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After the researcher reviewed all individual expert responses and the verification
of the items was completed, the researcher shared the final list of leadership skills and
personal dispositions to the expert panel to review for Round 2. The lists were also
included in the Round 2 questionnaire. The Round 2 questionnaire asked the participants
to rate the importance of each item on the list as most important, moderately important,
or least important using the following parameters:
•

no more than 10 as most important

•

no more than 10 as moderately important

•

no more than 10 as least important
Similar to Round 1, an email was sent to each panelist that included the results of

Round 1 to review and a link to the Round 2 questionnaire. All items were rated and
submitted during another calendar week. This round’s survey also included an invitation
to participate in Round 3. Because Round 3 was an individual interview, a smaller group
of experts was identified.
Delphi Round 3
The results of the ranking in Round 2 were collected and analyzed. The data
identified the leadership skills and personal dispositions that effective teacher leaders
considered most important to be successful in leading educational change initiatives
based on the CSTP (2018) teacher leadership skills framework. The intent of the Round 3
interview was to provide descriptions and rationale for why each skill and disposition
was identified based on the experience of experts in the field. In Round 3, six participants
were interviewed individually asking the following open-ended questions:
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1. From your experience, how do you describe the leadership skills that were
identified as most important in leading educational change initiatives?
2. From your experience, how do you describe the personal dispositions that were
identified as most important in leading educational change initiatives?
3. What has been the single most impactful leadership skill for you personally? Give
an example of an experience in which this was highlighted.
4. What has been the single most impactful personal disposition for you personally?
Give an example of an experience in which this was highlighted.
The descriptive data collected were used to add experiential context to the final report of
findings.
Data Analysis
In alignment with the Delphi method, data were collected and analyzed in three
rounds. The data collected in the first round were used to inform the second-round
questionnaire. The third round was an in-depth interview regarding teacher leaders
describing the personal dispositions that were identified through this study and why they
were identified as the most important in leading education change initiatives. After each
round of data collection, the responses were reviewed by the researcher and at least one
dissertation sponsor.
The data analysis in Delphi studies is most often completed by using descriptive
statistics (von der Gracht, 2012). The most prevalent of them include measures of central
tendency (mean, median, and mode), measures of variability, the interquartile range
(IQR) and standard deviation (Giannarou & Zervas, 2014; Keeney et al, 2001). The IQR
is determined by calculating the difference between the average of the first and third
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quartile of the data set. With these methods of analysis, the researcher can reveal the
participant group’s rankings and determine the consensus of their responses (Giannarou
& Zervas, 2014; von der Gracht, 2012). For this study, the median, percentage scores,
and the IQR were selected to compute the significance of importance and likelihood of
implementation ratings of each of the expert participant’s opinions.
Delphi Round 1
The Round 1 questionnaire presented the participants with two open-ended
questions asking them to identify the leadership skills and personal dispositions that are
most important to possess in leading educational change initiatives based on their
experience as an effective teacher leader. Each panelist was limited to a minimum of five
and maximum of 15 leadership skills and personal dispositions. The responses and
perceptions submitted by each participant were collected, and duplicate replies were
consolidated. The most commonly included responses, those identified by four or more
participants, were used to design the Round 2 questionnaire.
Delphi Round 2
The Round 2 questionnaire listed the 30 leadership skills and 29 personal
dispositions that the expert panel identified most frequently in Round 1. Each panelist
was asked to rate the leadership skills and personal dispositions that were identified as
most important to possess in leading educational change initiatives based on their
experience as an effective teacher leader. The mean was calculated for each response, and
the top six leadership skills and five personal dispositions were used to develop the
Round 3 questionnaire.
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Delphi Round 3
The purpose of Round 3, the final round of this study, was to provide description
and rationale for each of the highest ranking leadership skills and personal dispositions
based on the expertise of the panelists. For this round, six members of the 29-member
expert panel were interviewed individually. First, the researcher shared the results and
findings of Round 2. Drawing on their experience as effective teacher leaders who have
been selected for their ability to have successfully led educational change indicatives, the
participants were asked four open-ended questions. The findings of the study and the
description and rationale provided in Round 3 are presented in Chapter IV of this study.
These findings add to the body of research regarding the development of effective teacher
leaders.
Limitations
Limitations in a research study are weaknesses that fall outside of the researcher’s
control that could potentially hinder the validity of the results and overall findings
(Pyrczak & Bruce, 2011). Although the advantages of using the classical Delphi model
outweigh the potential challenges, Linstone and Turoff (2002) identified the following
five common limitations for researchers to be cautious about:
1. imposing monitor views and preconceptions of a problem upon the respondent
group by over-specifying the structure of the Delphi and not allowing for the
contribution of other perspectives related to the problem,
2. assuming that Delphi can be a surrogate for all other human communications
in a given situation,
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3. poor techniques of summarizing and presenting the group response and
ensuring common interpretations of the evaluation scales utilized in the
exercise,
4. ignoring and not exploring disagreements so that discouraged dissenters drop
out and an artificial consensus is generated, and
5. underestimating the demanding nature of a Delphi and the fact that the
respondents should be recognized as consultants and properly compensated
for their time if the Delphi is not an integral part of their job function. (p. 6)
Limitations are “particular features of our study that you know may negatively
affect the results” (Roberts, 2010, p. 162). Therefore, the researcher must identify the
limitations related to the study (Roberts, 2010). Although the list of broad limitations of
classical Delphi study were acknowledged by the researcher, there were four that were
specific to this study:
1. The data collected in each round were dependent upon the expertise and
experience of the Delphi panelists.
2. The level of expertise and leadership experience in the field was not quantifiable.
3. The selection of panel members was limited to teacher leaders serving in a formal
leadership role.
4. The sample for this study was limited to Northern California, specifically Marin
and Sonoma counties, which was not reflective of all counties in California.
Summary
Chapter III presented the purpose statement, research questions, and the research
design. In addition, the researcher defined the population and sample, described the
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instrumentation tools and the validity and reliability of the instruments, detailed the data
collection and data analysis process, and identified the limitations of the study. The goal
of Chapter III was to provide the rationale for conducting this classical Delphi research
study.
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CHAPTER IV: RESEARCH, DATA COLLECTION, AND FINDINGS
Overview
This Delphi study was designed to assemble a panel of teacher leaders who had
found success in leading educational change initiatives within their school or district and
bring the group to consensus in identifying the most important leadership skills and
personal dispositions for effective teacher leadership. The classical Delphi research
method is iterative, collecting the anonymous insights of experts in the field of study and
compiling the data to create a complete record of the entire panel’s responses through
multiple rounds of data collection. The first round was open ended. Each round that
followed began by presenting the results of the previous round to be considered and
brought the expert panel to consensus. This research design is most appropriate for
studies in which the desired outcome is to improve the understanding of a phenomenon or
develop a forecast for future action (Skulmoski et al., 2007). Because the researcher
wanted a deeper understanding of the results, this study was mixed methods including the
collection of both qualitative and quantitative data points.
This research study included three rounds of data collection. In Round 1, each
expert participant was asked to identify the leadership skills and personal dispositions
that they have experienced as most important in leading educational change initiatives
based on the teacher leadership skills framework designed by the CSTP (2018). The
initial open-ended electronic questionnaire used for Round 1 elicited 133 unique
leadership skills and 74 unique personal dispositions. Using the frequency in which each
item was identified as the first method for narrowing the list for consensus, every item
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that was identified by four or more panelists moved on to Round 2. These results were
shared with each teacher leader individually to inform the responses in Round 2.
Round 2 questionnaire asked each teacher leader to reflect on the results of
Round 1 and rate each leadership skill and personal disposition. These results included 30
leadership skills and 29 personal dispositions. The rating scale included three values:
•

most important

•

moderately important

•

least important

First, each participant revisited the 30 leadership skills identified for Round 2 and rated
no more than10 items in the list as most important, no more than 10 items as moderately
important, and no more than 10 as least important. Next, each participant revisited the 29
personal dispositions identified for Round 2 and rated no more than 10 items in the list as
most important, no more than 10 items as moderately important, and no more than 10 as
least important. This round was used to prioritize and identify the five most highly rated
leadership skills and personal depositions.
The third round was limited to a smaller sample of the expert panel and designed
as one-on-one interviews for the researcher to better understand the significance of each
leadership skill and personal disposition in practice. Those who participated in Round 3
reviewed the results of Round 2 and had the opportunity to describe how each of the five
prioritized skills and dispositions was important in leading educational change initiatives.
This chapter is composed of eight sections: purpose statement, research questions,
research methods and data collection procedures, population, sample, demographic data,
presentation and analysis of data, and a concluding summary.

101

Purpose Statement
The purpose of this mixed methods Delphi study was to identify and rate the most
important leadership skills and personal dispositions that effective teacher leaders use in
leading educational change initiatives based on the CSTP (2018) teacher leadership skills
framework. In addition, this study explored how effective teacher leaders describe the
leadership skills and personal dispositions that are most important in leading education
change initiatives.
Research Questions
The following research questions were used to guide this study.
Delphi Round 1
1. Based on your experience as an effective teacher leader, what leadership skills are
most important to use in leading educational change initiatives? In no specific
order, list the most important leadership skills teacher leaders use in leading
educational change initiatives based on your experience as a teacher leader
(please list a minimum of five and no more than 15).
2. Based on your experience as an effective teacher leader, what personal
dispositions are most important to use in leading educational change initiatives?
In no specific order, list the most important personal dispositions teacher leaders
use in leading educational change initiatives based on your experience as a
teacher leader (please list a minimum of five and no more than 15).
Delphi Round 2
1. There were 133 leadership skills reported by the participants in this study. Thirty
leadership skills were identified by four or more participants. Each of these most

102

frequently reported leadership skills has been moved forward to the Round 2
questionnaire. Reflect on the question below and rate each leadership skill.
Based on your experience as an effective teacher leader, which of the most
frequently reported leadership skills listed below are most important to use in
leading educational change initiatives? Please rate each leadership skill as most
important, moderately important, or least important. You will identify
• no more than 10 as most important
• no more than 10 as moderately important
• no more than 10 as least important
2. Seventy-four personal dispositions were reported by the participants in this study.
Twenty-nine personal dispositions were identified by four or more participants.
Each of these most frequently reported personal dispositions has been moved
forward to the Round 2 questionnaire. Reflect on the question below and rate each
personal disposition.
Based on your experience as an effective teacher leader, which of the most
frequently reported personal dispositions listed below are most important to use in
leading educational change initiatives? Please rate each personal disposition as
most important, moderately important, or least important. You will identify
• no more than 10 as most important
• no more than 10 as moderately important
• no more than 10 as least important
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Delphi Round 3
1. From your experience, how do you describe the leadership skills that were
identified as most important in leading educational change initiatives?
2. From your experience, how do you describe the personal dispositions that were
identified as most important in leading educational change initiatives?
3. What has been the single most impactful leadership skill for you personally? Give
an example of an experience in which this was highlighted.
4. What has been the single most impactful personal disposition for you personally?
Give an example of an experience in which this was highlighted.
Research Methods and Data Collection Procedures
For this study, the researcher employed a classical Delphi technique, a mixed
methods research designed, to better understand the phenomenon of effective teacher
leadership in the successful implementation of educational change initiatives. By
engaging teachers serving in K–12 public education who have proven their efficacy as
school and district leaders, this study helped in constructing knowledge about how to
support and develop teacher leaders. By design, the Delphi method results in consensus
through an iterative process and can aid the forecasting for future goals and actions.
Through three successive rounds of questioning, an expert panel of 29 teacher
leaders submitted their opinions, perceptions, and experiences about the most critical
leadership skills and personal dispositions necessary for a teacher leader’s success.
Prior to the beginning of the study, however, the identification of teacher leaders who
met the criteria to participate was paramount. According to Ludwig (1994), it is
imperative that the researcher employ the support of well-known and highly respected
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experts in the field of study to validate and nominate potential participants for the
expert panel. With this in mind, two dissertation sponsors were identified.
The two dissertation sponsors selected were experts in the field of teacher
leadership. Amie Carter, the assistant superintendent of education service for the Marin
County Office of Education, oversaw professional development and teacher support.
Sarah Lundy, served as the director of teacher leadership for the Sonoma County Office
of Education. She was responsible for the teacher leadership academy and network in
Sonoma County.
In partnership with the researcher, the dissertation sponsors helped establish the
criteria for how the teacher leaders invited to participate in the study would be identified.
Once the criteria were set, the sponsors compiled a list of teacher leaders qualified for the
expert panel from their county. Forty-five teacher leaders were identified to be invited to
participate. Each teacher leader recommended was sent an invitation to participated via
email jointly from the researcher and dissertation sponsor from their county. This helped
connect the researcher with the teacher leaders and establish familiarity.
The Invitation to Participate email included the researcher’s background, an
overview of the study, the anticipated time commitment, a description of the study’s
format, and the informed consent form. The informed consent form was sent as an
attached PDF and as a digital form so the teacher leader could sign and return in the most
accessible way. The researcher received an acceptance to participate and signed consent
form from 32 of the 45 participants invited.
Because the Delphi model is an iterative process allowing participants to refine
their views as they reflect and analyze data between each round of the study,
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experimental mortality is common in this type of research. Experimental mortality is the
loss of members from the expert panel from round to round (Jurs & Glass, 1971). This
study invited 45 teacher leaders to participate. Of the 45, 32 completed Round 1. Only 29
of the 32 completed Round 2. The results from the 29 panelists who completed both
rounds were used to calculate and analyze data. The third round of the study included six
of the 29 panelists.
A unique characteristic of a Delphi study is that the results from each round
inform the following round. Therefore, intercoder reliability was pivotal in accurately
interpreting, analyzing, and compiling the data after each round to be shared with the
panelists to consider. Again, the researcher partnered with the dissertation sponsors to
verify the precision of data analysis after each round.
Delphi Round 1
The researcher sent an email that included an introduction to the study and the
Round 1 questionnaire to the 32 teacher leaders who submitted their consent form on
May 1, 2022. This email described the study, provided definitions for the key terms used
in the study, provided an overview of the CSTP (2018) teacher leadership skills
framework and included a link to the Round 1 questionnaire. The panelists were asked to
complete the questionnaire by May 7, 2022. The questions in Round 1 were open-ended
and allowed the panelists to identify and list the five to 15 leadership skills and personal
dispositions that came to mind as most important in their experience.
Delphi Round 2
For the next week, the researcher read each response, combined and consolidated
like items, and verified the data to create a list of each unique leadership skill and
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personal disposition that was identified by the panel of experts. There were 133
leadership skills and 74 personal dispositions listed. The final list was reviewed and
compared with the original responses to establish interrater reliability. From that point,
the researcher recorded the frequency of each response to narrow the lists to those
submitted by more than 50% of the panel. This process concluded with 30 leadership
skills listed by 17 or more teacher leaders and 29 personal dispositions listed by 16 or
more teacher leaders.
On May 15, 2022, the Round 2 questionnaire was emailed to the 32 teacher
leaders who completed Round 1. The questionnaire reviewed the definitions of key terms
and listed the 30 leadership skills and 29 personal dispositions. The panelists were asked
to rate each leadership skill and personal disposition as most important, moderately
important, or least important by May 21, 2022.In addition, the following parameters were
requested:
•

Mark no more than 10 skills as most important

•

Mark no more than 10 as moderately important

•

Mark no more than 10 as least important

Of the 32 panelists, 29 submitted their response by the deadline.
Delphi Round 3
Similar to Round 1, the researcher read each response, combined duplicates, and
established interrater reliability. The frequency of rating for each item on the list of
leadership skills and personal dispositions was recorded. Six leadership skills and five
personal dispositions were most frequently rated as most important and were moved
forward to Round 3.
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Round 3 was designed to add description and experiential context to the final
report of findings. Therefore, it was conducted as one-on-one interviews with a smaller
group of the expert panel. Six teacher leaders were interviewed in person or virtually. All
interviews were recorded, and the same script was used to ensure consistency and
reliability. The interviews were analyzed for themes and patterns. In addition, they added
significant description for how each leadership skill and disposition looks in an
educational setting and is impactful in effective teacher leadership.
Population
The target population for this Delphi study narrowed the vast population of TK–
12 public school teachers in California to a more focused representative group of
established teacher leaders from Northern California, specifically Marin and Sonoma
counties. In this study, the researcher defined a teacher leader as a teacher who has the
ability to maintain their role as a classroom teacher while having an influence beyond the
classroom, school, or district (Danielson, 2006; Fullan, 2005; Katzenmeyer & Moller,
2009). Further, each teacher who qualified to participate in the expert panel of this study
had to meet the sampling criteria.
Sample
To identify the sample population, purposeful sampling for the mixed methods
Delphi study was used. To do so, the researcher and two high qualified dissertation
sponsors identified a specific set of criteria. The researcher employed the partnership of
Amie Carter, assistant superintendent of education services for the Marin County Office
of Education, and Sarah Lundy, director of teacher leadership for the Sonoma County
Office of Education, as experts in the field of teacher leadership. To be identified as
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highly experienced and able to inform the study’s research questions, each member of the
expert panel met the following criteria:
•

currently employed as a TK–12 public school teacher possessing a California
teaching credential

•

completed a minimum of 3 years of successful teaching experience

•

served in a formal or informal teacher leadership role for a minimum of 1 year

•

participated in formal teacher leadership training

•

recognized as a leader among teaching peers by the district and/or principal
This process elicited an initial list of 45 teacher leaders, and each individual

received an invitation to participate in the study. A final sample of 29 teacher leaders
participated fully in the expert panel for this study.
Demographic Data
Figure 9 provides an overview of the teachers in Marin and Sonoma counties who
were nominated by their county’s dissertation sponsor to be invited to participate in this
study. Each of these 45 teacher leaders met the criteria established to be on the expert
panel. The dissertation sponsors were asked to nominate a minimum of 10 teacher leaders
from their county to meet the goal sample size of at least 20 participants. There were 32
teachers nominated from Marin County and 13 nominated from Sonoma County.
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Figure 9
Comparison of Verified Teacher Leaders From Marin and Sonoma Counties Invited to
Participate in the Study

Invited to Participate

35

Marin
32

Sonoma
13

Grand
Total
45

32

30
25
20

Marin

15

13

Sonoma

10
5
0

Invited

Figure 10 illustrates the number of teachers who were both nominated and invited
by the researcher via email to participate in the study and completed Round 1 and
Round 2 of data collection. Twenty-nine teacher leaders agreed to participate in the full
study and submitted their responses within the timeframe provided. Twenty-one members
of the expert panel were teachers in Marin County schools and eight members were
teachers in Sonoma County schools. Although the panel exceeded the sample goal of 20,
the majority of participants were employees in Marin County.
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Figure 10
Comparison of Teacher Leaders Invited to Participate in the Study From Marin and Sonoma
Counties Who Completed the Study
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5
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In addition to the county in which each expert panelist was a teacher, the
researcher inquired about what grade band each teacher leader most closely identified
with. The purpose of this demographic data point was to have the opportunity to analyze
the results for differences of successful teacher leadership in elementary versus secondary
school settings. Figure 11 shows the breakdown of the grade bands taught by each
member of the expert panel. Eighteen of the teacher leaders who completed the study
were secondary teachers (Grades 6–12), and 11 were elementary teachers (TK–5).
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Figure 11
Comparison of the Grade Band Taught by Teachers Who Participated in the Survey
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Presentation and Analysis of Data
This study was conducted in three iterative rounds. The first two rounds of data
were collected through electronic questionnaires. The third round was a one-on-one
interview with a smaller sample of six members from the expert panel. The responses for
each round were analyzed and shared with each teacher leader to inform the following
round of data collection. The findings are presented in this chapter by research question
for each round of the Delphi study.
Delphi Round 1
Round 1 of the Delphi study was an electronic questionnaire in which each
panelist was asked to respond to two open-ended questions. Prior to presenting the
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questions, the questionnaire defined the key terms used in the study and provided access
to the theoretical framework used for the study, the CSTP’s (2018) teacher leadership
skills framework. The key terms defined were as follows:
•

Leadership Skills. The skills teacher leaders need to develop to be effective in a
variety of roles in the six critical areas of leadership: “working with adults,
communication, collaboration, knowledge of content and pedagogy, systems
thinking, and equity” (CSTP, 2018, p. 1).

•

Personal Dispositions. Any number of enduring characteristics that describe or
determine an individual’s behavior across a variety of situations and that are
particular to and uniquely expressed by that individual, the attitudes or personality
traits that effective teacher leaders possess that support their success in leading
change initiatives.

The Round 1 questionnaire was emailed to 45 teacher leaders who were asked to respond
within 1 calendar week. Of the 45 teacher leaders invited to participate in study, 32
completed the first-round questionnaire and submitted their responses within the
timeframe provided. The results of Round 1 are presented in the next section.
Delphi Round 1—Research Question 1: Leadership Skills
Each teacher leader was asked to respond to the question, “Based on your
experience as an effective teacher leader, what leadership skills are most important to use
in leading educational change initiatives?” They were asked to list a minimum of five and
no more than 15 leadership skills. Their responses were to be listed in no specific order.
Because the question was open ended, the researcher read each response and compiled
like items together. Table 11 shows the number of leadership skills submitted by each
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expert panelist. Each panelist was assigned a numerical code to ensure anonymity using
the following pattern:
•

Digit 1–county code

•

Digit 2–grade band code

•

Digit 4–number of panelist in order of initial response submission

Table 11
Leadership Skills Submitted by Each Expert Panelist
Count of expert panelists

Expert panelist no.

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29

1224
2113
1202
1201
1209
1114
1212
2126
1116
1104
1118
1217
1205
2113
2223
1111
2103
2222
1206
1221
1108
2219
1207
1215
2220
1110
1227
2228
1229
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No of leadership skills
identified
10
15
7
9
15
12
8
13
5
7
8
12
5
9
7
11
8
8
8
15
13
7
8
8
13
10
14
7
15

There were 287 leadership skills submitted in response to the Round 1
questionnaire before accounting for duplication and like responses. The researcher
analyzed each response and identified 133 unique leadership skills. Once the items were
combined and the final list was established, the researcher analyzed the frequency in
which each leadership skill was identified (Table 12).
Table 12
Frequency of Leadership Skills Identified by the Expert Panel
Leadership skills

Frequency identified

74
16
13
11
7
5
1
1
3
2

1 time
2 times
3 times
4 times
5 times
6 times
7 times
8 times
9 times
10 times

The researcher moved all leadership skills that were identified by four or more
teacher leaders forward into Round 2. From the original list of 133 unique leadership
skills submitted, 30 were reported by four or more participants. These 30 leadership skills
are listed in Table 13.
Table 13
Leadership Skills Identified by Four or More Expert Panelists
Leadership skill

Frequency

• Building trusting relationships

9

• Advocating equity, access, and opportunity for each student

9
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Table 13 (continued)
• Showing care, support, and respect

9

• Creating a safe environment and navigating discomfort

4

• Understanding adults and their needs as learners

5

• Providing opportunities for reflective thinking and courageous
conversations

4

• Encouraging collegial inquiry and a growth mindset

5

• Building relationships through communication

4

• Inviting and honoring diverse views

7

• Facilitating learning-focused conversations

4

• Giving and receiving feedback

4

• Regularly planning, acting, and reflecting

8

• Listening deeply (i.e., paraphrasing, asking clarifying questions)
without judgment

10

• Using questioning strategies

4

• Leading data-driven dialogue

4

• Using collaborative/facilitative skills

5

• Teaching, developing, and using norms of collaboration

5

• Holding oneself accountable to the group’s goals and outcomes

4

• Moving a group to consensus and actionable outcomes

6

• Possessing strong subject matter knowledge including
assessment strategies

6

• Using student data to make equitable decisions about content and
pedagogy

4

• Empowering students to instigate transformational change

5

• Understanding how to work within the established power
structure and who has decision-making power; strategic problem
solver

4

• Garnering support from and works with stakeholders

4

• Dealing effectively with resistance and discomfort

5

• Setting achievable goals

5

• Listening intentionally to hear and understand all voices, in order
to hear and understand perspectives
• Facilitating trusting relationships to allow vulnerability and
growth
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10
6

Table 13 (continued)
• Ensuring opportunities for all to voice their perspectives

6

• Using clear and concise communication

6

Delphi Round 1—Research Question 2: Personal Dispositions
The second research question in Round 1 mirrored that of Research Question 1.
Each teacher leader was asked to respond to the question, “Based on your experience as
an effective teacher leader, what personal dispositions are most important to use in
leading educational change initiatives?” Again, the panelists listed a minimum of five and
no more than 15 personal dispositions. Their responses were submitted in no specific
order. Table 14 illustrates the number of personal dispositions submitted by each expert
panelist. To ensure the anonymity of the teacher leaders, they were assigned a numerical
code.
Table 14
Personal Dispositions Submitted by Each Expert Panelist
Count of expert panelists

Expert panelist no.

1
2
3
4
5
6
7
8
9
10
11
12
13
14

1224
2113
1202
1201
1209
1114
1212
2126
1116
1104
1118
1217
1205
2113
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No of personal dispositions
identified
13
6
6
13
9
9
8
10
5
5
6
7
5
5

Table 14 (continued)
Count of expert panelists
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29

Expert panelist no.

No of personal dispositions
identified

2223
1111
2103
2222
1206
1221
1108
2219
1207
1215
2220
1110
1227
2228
1229

8
11
5
5
10
15
13
5
5
7
15
7
15
11
15

There were 226 personal dispositions identified by expert panelists prior to the
researcher compiling all duplications and like responses. In addition to combining similar
responses, several responses for personal dispositions were actually leadership skills. The
researcher confirmed meaning and intent of these responses with the corresponding
teacher leader to make sure each item was appropriately placed. After reading and
analyzing each response, 74 unique personal dispositions were identified. Next, the
researcher calculated the frequency in which each personal disposition was identified
(Table 15).
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Table 15
Frequency of Personal Dispositions Identified by the Expert Panel
Personal dispositions

Frequency identified

35
5
5
3
9
4
4
1
3
1
3
1

1 time
2 times
3 times
4 times
5 times
6 times
7 times
8 times
9 times
10 times
11 times
13 times

All personal dispositions that four or more teacher leaders identified as most
important moved forward to Round 2. Of the 74 unique personal dispositions reported, 29
moved to the second round of the study. These 29 leadership skills are listed in Table 16.
Table 16
Personal Dispositions Identified by Four or More Expert Panelists
Personal dispositions

Frequency

• Is approachable; accepts and acts on constructive feedback

7

• Possesses courage and vulnerability to take risks

5

• Is reliable

6

• Practices empathy

11

• Takes a curious stance (open minded & flexible thinking)

11

• Believes in the capacity of self and others; optimistic

6

• Invites and listens to all perspectives and weighs them against
bias and values

8

• Holds a positive presupposition that all are working in the best
interests of students/learners (teachers as learners)

9
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Table 16 (continued)
Personal dispositions
• Is comfortable, or willing to attempt to be comfortable, with
healthy, challenging discussion

Frequency
10

• Knows when to compromise

5

• Reads the group

6

• Admits when wrong or does not know

5

• Holds passion for topics that motivate others; enthusiastic

7

• Is willing to be vulnerable

5

• Practices self-awareness

5

• Fosters community and understands that humanity requires
connection; thoughtful

11

• Is a life-long learner

13

• Reflects about own practice and growth

9

• Appreciates challenges

4

• Commits to academic growth of all students to close the
opportunity gap

5

• Is willing to risk and try new strategies and techniques to reach
all students

7

• Is interested in larger/bigger picture

6

• Attunes to relationships

4

• Has ability to “read” people and situations

5

• Embraces the opportunity to work with those with diverse
backgrounds, experiences, and views

7

• Has courage and commitment to ask hard questions, challenge
assumptions, and advocate

5

• Believes in each person’s continual need and capacity to grow
and change

4

• Is self-reflective, empathetic, and compassionate

9

• Understands the limits of one’s own perspective

5

The Round 2 questionnaire was built to further the consensus building process in
which each expert panelist rated the significance of the 30 leadership skills and 29
personal dispositions that were most frequently identified in Round 1.

120

Delphi Round 2
The second round of this Delphi study was also an electronic questionnaire. In
this round, however, each panelist was asked to rate each of the 30 leadership skills and
29 personal dispositions that were most frequently identified in Round 1. Similar to the
first questionnaire, the key terms used in the study were defined, and the researcher
provided a digital link and PDF attachment to the theoretical framework used for the
study, the CSTP’s (2018) teacher leadership skills framework.
The Round 2 questionnaire was emailed to the 32 teacher leaders who completed
Round 1. They were asked to submit their responses within 1 calendar week of receipt of
the email. Of the 32 teacher leaders who participated in Round 1 of the study, 29
completed the Round 2 questionnaire within the timeframe provided. The Round 2 results
are presented in the next section.
Delphi Round 2—Research Question 1: Leadership Skills
The Round 2 questionnaire first confirmed that 133 unique leadership skills were
reported by the participants in Round 1 and explained that only those skills that were
identified by four or more participants moved on to the second round of the study. This
final list included the 30 most frequently reported leadership skills. Each of these
leadership skills was listed in the questionnaire. Each teacher leader was asked to reflect
on the question, “Based on your experience as an effective teacher leader, which of the
most frequently reported leadership skills listed are most important to use in leading
educational change initiatives?” The panelists expressed their response by rating each
leadership skill as most important, moderately important, or least important. To help
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bring the team to consensus and narrow the list of important leadership skills to no more
than five, these parameters were requested of each participant:
•

Mark no more than 10 skills as most important

•

Mark no more than 10 skills as moderately important

•

Mark no more than 10 skills as least important
In analyzing the results of the first question in Round 1 (Table 17), there were six

leadership skills rated as most important by 17 or more members of the expert panel. This
means that the majority of the group (a minimum of 58.6%) agreed that the skill was of
the highest importance. Table 18 lists the highest rated leadership skills as determined by
the expert panel.
Table 17
Frequency of Rating for Each Leadership Skill
Frequency of rating
Leadership skill

Most
important

%

Moderately
important

%

Least
important

%

• Building trusting
relationships

22

75.9

5

17.2

2

6.9

• Advocating equity, access,
and opportunity for each
student

20

69.0

9

31.0

0

•

Showing care, support, and
respect

17

58.6

8

27.6

4

13.8

•

Creating a safe
environment and
navigating discomfort

18

62.1

6

20.7

5

17.2

•

Understanding adults and
their needs as learners

4

13.8

10

34.5

15

51.7

•

Providing opportunities for
reflective thinking and
courageous conversations

12

41.4

7

24.1

10

34.5
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Table 17 (continued)
Leadership skill

Frequency of rating
Most
important

%

Moderately
important

%

Least
important

%

4

13.8

9

31.0

16

55.2

• Building relationships
through communication

17

58.6

6

20.7

6

20.7

• Inviting and honoring
diverse views

12

41.4

15

51.7

2

6.9

• Facilitating learningfocused conversations

1

3.4

12

41.4

16

55.2

• Giving and receiving
feedback

10

34.5

9

31.0

10

34.5

• Regularly planning, acting,
and reflecting

10

35.7

12

42.9

6

21.4

• Listening deeply (i.e.,
paraphrasing, asking
clarifying questions)
without judgment

9

31.0

16

55.2

4

13.8

• Using questioning
strategies

4

13.8

5

17.2

20

69.0

• Leading data-driven
dialogue

8

27.6

9

31.0

12

41.4

• Using collaborative
/facilitative skills

19

65.5

9

31.0

1

3.4

• Teaching, developing, and
using norms of
collaboration

2

6.9

14

48.3

13

44.8

• Holding oneself
accountable to the group’s
goals and outcomes

13

44.8

10

34.5

6

20.7

• Moving a group to
consensus and actionable
outcomes

11

37.9

13

44.8

5

17.2

• Possessing strong subject
matter knowledge
including assessment
strategies

4

13.8

12

41.4

13

44.8

• Encouraging collegial
inquiry and a growth
mindset
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Table 17 (continued)
Frequency of rating
Leadership skill

Most
important

%

Moderately
important

%

Least
important

%

• Using student data to make
equitable decisions about
content and pedagogy

15

51.7

8

27.6

6

20.7

• Empowering students to
instigate transformational
change

5

17.2

9

31.0

15

51.7

• Understanding how to
work within the
established power structure
and who has decisionmaking power; strategic
problem solver

9

31.0

11

37.9

9

31.0

• Garnering support from
and works with
stakeholders

7

24.1

13

44.8

9

31.0

• Dealing effectively with
resistance and discomfort

11

37.9

14

48.3

4

13.8

• Setting achievable goals

7

24.1

13

44.8

9

31.0

• Listening intentionally to
hear and understand all
voices to hear and
understand perspectives

13

44.8

12

41.4

4

13.8

• Facilitating trusting
relationships to allow
vulnerability and growth

14

48.3

6

20.7

9

31.0

9

31.0

14

48.3

6

20.7

13

44.8

12

41.4

4

13.8

• Ensuring opportunities for
all to voice their
perspectives
• Using clear and concise
communication
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Table 18
Leadership Skills Rated as Most Important by 17 or More Expert Panelists
Leadership skill

Frequency identified

% of panel

Building trusting relationships
Advocating equity, access, and
opportunity for each student
Possessing strong collaborative
/facilitative skills
Creating a safe environment and
navigating discomfort
Showing care, support, kindness,
and respect
Building relationships through
communication

22 panelists

75.9

20 panelists

68.9

19 panelists

65.5

18 panelists

62.1

17 panelists

58.6

17 panelists

58.6

Delphi Round 2—Research Question 2: Personal Dispositions
Research Question 2 of this round of questions shared that 74 unique personal
dispositions were submitted by the teacher leaders who completed Round 1. It was
reiterated that only those dispositions identified by four or more participants were moved
forward to be included in Round 2. There were 29 personal dispositions to be considered
in this round. Each disposition was listed in the body of the questionnaire, and each
member of the expert panel was asked to reflect on the question, “Based on your
experience as an effective teacher leader, which of the most frequently reported personal
dispositions listed are most important to use in leading educational change initiatives?”
The panelists rated each item as most important, moderately important, or least important
using the same parameters as in Research Question 1. The results of Research Question 2
of the Round 2 questionnaire are reported in Table 19.
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Table 19
Frequency of Rating for Each Personal Disposition
Frequency of rating
Most
important

%

Moderately
important

%

Least
important

%

• Is approachable; accepts
and acts on constructive
feedback

14

48.3

13

44.8

2

6.9

• Possesses courage and
vulnerability to take risks

12

41.4

13

44.8

4

13.8

Personal disposition

•

Is reliable

17

58.6

10

34.5

2

6.9

•

Practices empathy

11

37.9

7

24.1

11

37.9

•

Takes a curious stance
(open minded & flexible
thinking)

13

44.8

11

37.9

5

17.2

•

Believes in the capacity of
self and others; optimistic

9

31.0

13

44.8

7

24.1

• Invites and listens to all
perspectives and weighs
them against bias and
values

10

34.5

15

51.7

4

13.8

• Holds a positive
presupposition that all are
working in the best
interests of students
/learners (teachers as
learners)

11

37.9

9

31.0

9

31.0

• Is comfortable, or willing
to attempt to be
comfortable, with healthy,
challenging discussion

13

44.8

13

44.8

3

10.3

• Knows when to
compromise

7

24.1

8

27.6

14

48.3

• Reads the group

11

37.9

11

37.9

7

24.1

• Admits when wrong or
does not know

12

41.4

10

34.5

7

24.1

• Holds passion for topics
that motivate others;
enthusiastic

8

27.6

9

31.0

12

41.4

• Is willing to be vulnerable

8

27.6

10

34.5

11

37.9
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Table 19 (continued)
Personal disposition
• Practices self-awareness

Most
important
9

Frequency of rating
Moderately
%
%
important
31.0
9
31.0

Least
important
11

37.9

%

• Fosters community and
understands that humanity
requires connection;
thoughtful

13

44.8

9

31.0

7

24.1

• Is a life-long learner

10

34.5

8

27.6

11

37.9

• Reflects about own
practice and growth

11

37.9

14

48.3

4

13.8

3

10.3

6

20.7

20

69.0

• Commits to academic
growth of all students to
close the opportunity gap

17

58.6

9

31.0

3

10.3

• Is willing to risk and try
new strategies and
techniques to reach all
students

16

55.2

11

37.9

2

6.9

• Is interested in larger
/bigger picture

8

27.6

12

41.4

9

31.0

• Attunes to relationships

7

24.1

9

31.0

13

44.8

• Has ability to “read”
people and situations

12

41.4

10

34.5

7

24.1

• Embraces the opportunity
to work with those with
diverse backgrounds,
experiences, and views

11

37.9

12

41.4

6

20.7

• Has courage and
commitment to ask hard
questions, challenge
assumptions, and advocate

19

65.5

6

20.7

4

13.8

• Believes in each person’s
continual need and
capacity to grow and
change

6

20.7

7

24.1

16

55.2

17

58.6

8

27.6

4

13.8

5

17.2

11

37.9

12

41.4

• Appreciates challenges

• Is self-reflective,
empathetic, and
compassionate
• Understands the limits of
one’s own perspective
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The second research question in Round 2 elicited five personal dispositions that
were deemed most important by the expert panelists. Each of these dispositions was rated
most highly by a minimum of 16 teacher leaders or 55%. Therefore, the majority of the
group identified that the personal dispositions listed in Table 20 were of the highest
importance.
Table 20
Personal Dispositions Rated as Most Important by 16 or More Expert Panelists
Personal disposition
Has courage and commitment to ask
hard questions, challenge
assumptions, and advocate
Is self-reflective, empathetic, and
compassionate
Commits to academic growth of all
students to close the opportunity
gap
Is reliable
Is willing to risk and try new
strategies and techniques to reach
all students

Frequency identified

% of panel

19 panelists

65.5

17 panelists

58.6

17 panelists

58.6

17 panelists

58.6

16 panelists

55.2

Delphi Round 3
The third round of this Delphi study included one-on-one interviews with a
smaller group of the expert panel. In the Round 2 questionnaire, each participant was
asked whether they would be interested and willing to participate in a third-round
interview. Twenty-two teacher leaders expressed an interest in being interviewed, four
responded that they might be interested if they had more information, and three declined
the opportunity. The researcher emailed each of the participants who replied “yes” or
“maybe” with detailed information including a description of the what the interview
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would include, the format of the interview, confirmation that their responses would
remain anonymous, the options for how the researcher would conduct the interview, and
the dates and times available. Six teacher leaders were selected based on their continued
interest, availability, and county of employment: three from Sonoma County and three
from Marin County.
Each participant was given the option to be interviewed in person or virtually
using the Zoom platform. One panelist chose an in-person interview, and the remaining
five opted for a virtual session. The interview included four questions and ranged in
length from 20 to 35 min.
The purpose of the third round of this study was for the expert panelists to reflect
on the most highly rated leadership skills and personal dispositions and provide
description, context, and reasoning for why each are so critical for teacher leaders to be
effective in leading educational change initiatives. The qualitative data were intended for
the researcher to best understand the impact of each item, understand its value in practice,
and formulate conclusions as to how schools and districts can better support and develop
effective teacher leaders. Prior to asking the four questions in the interview, the
researcher’s script clearly described the purpose of the interview and the Delphi study
model and why it was used in this study, reviewed the informed consent, and provided an
opportunity for the panelist to ask questions before the interview began.
Delphi Round 3—Research Question 1: Leadership Skills
The interviewer reviewed and made visible the results of Round 2 throughout the
interview. This helped each participant reflect and focus on the leadership skills and
personal dispositions that the group came to consensus as being most important. Looking
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first at the six most highly rated leadership skills, each teacher leader was asked, “From
your experience, how do you describe the leadership skills that were identified as most
important in leading educational change initiatives?” Although the individual experiences
varied between each teacher leader, there were three main themes that surfaced in
Research Question 1.
The first theme reflected on how two of the most important skills focused on
building relationships: building trusting relationships and building relationships through
communication. All six participants referenced this and commented that although these
two skills are similar, they are two vitally important and unique skills. Building trusting
relationships is imperative and often achieved through dispositions like reliability,
commitment, and compassion. Building relationships through communication, however,
is very specific about a leader’s ability to communicate well, adjust the leader’s message
delivery to meet the audience’s needs, and value the tone and style of communication just
as much as content.
One participant described this finding:
Building trusting relationship and building relationships through communication
are most essential, in the sense that you have to utilize these skills on a daily
basis. They go hand in hand for me, and I feel like interacting with teachers and
building their trust is what allows you to even begin the work. I mean nothing else
can even start until those two things have happened.
Another participant had a similar description and compared this data point with
teacher’s goals with their students:
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When I look at these skills, a lot of focus is on making connections. In many
respects there is a strong alignment with high quality teaching skills. Building
trust and relationships through communication are the things we look to do with
our students. Absent these, growth and change is nearly impossible.
The second key theme in Research Question 1 was the emphasis on trust. Every
teacher leader noted that trust was the foundation for great leadership. Further, although
building trusting relationships was one of the six key leadership skills, four of the
participants emphasized the need to also sustain and nurture trust over time to be
effective. This aspect of the skill clearly stood out as the key area of focus for any leader
to lay as groundwork for successful progress.
The third and final theme in this area was that the remaining four leadership skills
in the list were each important but only pivotal for success if trusting relationships and
great communication were established. The remaining four skills included the following:
•

Advocating equity, access, and opportunity for each student

•

Possessing strong collaborative/facilitative skills

•

Creating a safe environment and navigating discomfort

•

Showing care, support, kindness, and respect
One participant put it this way: “For example, most people show care, support,

kindness, and respect most of the time, and this even helps to build trust, but without a
strong relationship and the ability to communicate well, they’re just a nice colleague or
acquaintance.” Several other teacher leaders described the similar sentiment that being
kind, creating a safe environment, navigating discomfort, advocating for equity, and
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being a strong facilitator are certainly skills that would help to be a strong leader, but they
are only as impactful as the relationships one has allowed.
Delphi Round 3—Research Question 2: Personal Dispositions
After the leadership skills question, each participant was asked the same question
about personal dispositions: “From your experience, how do you describe the personal
dispositions that were identified as most important in leading educational change
initiatives?” The responses from this question elicited two themes and one common
acknowledgement among the expert panel.
Although not necessarily a theme about the five most highly rated personal
dispositions, a key piece of information that was noted was that every teacher leader
acknowledged in some way that personal dispositions were generally more difficult to
identify, rate, and reflect on than leadership skills throughout the entire study. Several of
the reasons shared by participants include the following:
Dispositions felt more like personality traits and were therefore something an
individual had less control over.
When I was choosing dispositions, it felt like sharing what was I liked best about
myself, so I tried to think about what I liked about other teacher leaders.
I thought some of the personal dispositions in Round 2 could be skills too.
The first theme that came out of the responses to this question was that the selfreflection and self-awareness are qualities that successful teacher leaders share. Selfawareness was not explicitly included in the five dispositions, but the researcher found
that most of the expert panelists used the term interchangeably with self-reflective and
highlighted its value throughout the interview.
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The next theme was the focus on reliability and commitment. All six teacher
leaders spent time emphasizing the significance of these two dispositions in leadership.
They were also careful in distinguishing between the two terms in their descriptions of
personal experiences. Commitment was defined by a leader’s passion and sense of
obligation to something. This could be a cause, value, project, or belief. Reliability, on
the other hand, was described as a leader’s willingness to show up, do the work, maintain
focus, and be dependable. The two often go hand in hand, but they can exist exclusively.
Delphi Round 3—Research Question 3: Leadership Skills; Research Question 4:
Personal Dispositions
The last two research questions were more personal in nature in order for the
researcher to collect examples of what these items look like in practice. In Research
Question 3, each panelist was asked, “What has been the single most impactful leadership
skill for you personally? Give an example of an experience in which this was
highlighted.” Similarly, Research Question 4 asked, “What has been the single most
impactful personal disposition for you personally? Give an example of an experience in
which this was highlighted.”
Predictably, each response was significantly different, and experiences were
eagerly retold highlighting one of the six leadership skills and personal dispositions. The
researcher observed two overarching findings. First, the passion with which each panelist
shared their experience illustrated their skill in engaging communication, commitment,
and reflective nature. It was fascinating to see the leadership skills and personal
dispositions come to life in each interview, further confirming the list’s validity. Above
all, however, it was clear that the panelists found joy and pride in what they do. Second,
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an important but underemphasized component of each response was the description or
appreciation expressed for the opportunity provided to the teacher leader to lead. Every
panelist mentioned either the person who or the organization or team that created
opportunities to not only take on a leadership role but also to actively develop as a leader.
Summary
Chapter IV included a summary of the research design, methods used for data
collection and analysis, and presented the research findings. This three-round Delphi
study employed two rounds of electronic questionnaires and one round of one-on-one
interviews. Because Delphi studies are iterative and each round is based on the previous
round’s results, the data were presented by round. Within each round, the results were
organized in the order the questions were asked.
Round 1, an electronic questionnaire including two open-ended questions, collected
the initial thoughts and insights from the expert panel of teacher leaders about the most
important leadership skills and dispositions for effectively leading educational change
initiatives. This round resulted in 133 unique leadership skills and 74 personal
dispositions. Using the frequency that each item was reported as the metric to narrow the
list, the researcher identified 30 most frequently submitted leadership skills and 29
personal dispositions.
In Round 2, the final list of results from Round 1 was shared with each teacher
leader. Having reflected on the data, they rated each skill and disposition as most
important, moderately important, or least important. The responses from this round were
tabulated, and the six highest rated leadership skills and five personal dispositions were
compiled for Round 3.
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Round 3 was designed to provide description and context for the results of
Round 2, so the researcher conducted six one-on-one interviews with members of the
expert panel. Through a series of four questions, each teacher leader provided examples,
explanations, and perceptions of the six highest rated leadership skills and five personal
dispositions drawing from their personal experiences.
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CHAPTER V: FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS
Public TK–12 education has been called upon repeatedly throughout history to
respond to and prepare students for the everchanging world (National Commission on
Educational Excellence, 1983). Core academic instruction has always remained central,
but instructional practices, learning environment, core values, and expectations continue
to shift with advancements in technology, communication, and globalization (Trilling &
Fadel, 2009). Those most responsible for making these changes are teachers, yet they are
rarely given opportunities or adequate support to lead within schools and districts. An
extensive review of literature supports the claim that more than any other group in the
system of education, teacher leaders have the potential to make the changes public
education desires (Anderson & Ackerman Anderson, 2010; DuFour & Marzano, 2011;
Marzano et al., 2005; Reeves, 2008). Equally apparent is the significant lack of research
and progress made in how to best develop and support teacher leaders.
The purpose of this study was to increase and deepen the body of research about
effective teacher leadership. Further, this study was designed to present a concrete list of
the most important leadership skills and personal dispositions that effective teacher
leaders use in leading educational change initiatives based on the experience of
successful teacher leaders. To build this database, the following questions were
answered:
Delphi Round 1
1. Based on your experience as an effective teacher leader, what leadership skills are
most important to use in leading educational change initiatives? In no specific
order, list the most important leadership skills teacher leaders use in leading
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educational change initiatives based on your experience as a teacher leader
(please list a minimum of five and no more than 15).
2. Based on your experience as an effective teacher leader, what personal
dispositions are most important to use in leading educational change initiatives?
In no specific order, list the most important personal dispositions teacher leaders
use in leading educational change initiatives based on your experience as a
teacher leader (please list a minimum of five and no more than 15).
Delphi Round 2
1. There were 133 leadership skills reported by the participants in this study. Thirty
leadership skills were identified by four or more participants. Each of these most
frequently reported leadership skills have been moved forward to the Round 2
questionnaire. Reflect on the question below and rate each leadership skill.
Based on your experience as an effective teacher leader, which of the most
frequently reported leadership skills listed below are most important to use in
leading educational change initiatives? Please rate each leadership skill as most
important, moderately important, or least important. You will identify:
• no more than 10 as most important
• no more than 10 as moderately important
• no more than 10 as least important
2. There were 74 personal dispositions reported by the participants in this study.
Twenty-nine personal dispositions were identified by four or more participants.
Each of these most frequently reported personal dispositions have been moved
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forward to the Round 2 questionnaire. Reflect on the question below and rate each
personal disposition.
Based on your experience as an effective teacher leader, which of the most
frequently reported personal dispositions listed below are most important to use in
leading educational change initiatives? Please rate each personal disposition as
most important, moderately important, or least important. You will identify:
• no more than 10 as most important
• no more than 10 as moderately important
• no more than 10 as least important
Delphi Round 3
1. From your experience, how do you describe the leadership skills that were
identified as most important in leading educational change initiatives?
2. From your experience, how do you describe the personal dispositions that were
identified as most important in leading educational change initiatives?
3. What has been the single most impactful leadership skill for you personally? Give
an example of an experience in which this was highlighted.
4. What has been the single most impactful personal disposition for you personally?
Give an example of an experience in which this was highlighted.
In this study, the classical Delphi study employed a mixed methods research
design by selecting a panel of teacher leaders currently serving in TK–12 public
education who met the criteria to participate. Delphi studies are iterative and can aid
not only in finding consensus with a group of experts but also in forecasting for future
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action. This Delph study was designed in three rounds: two rounds of electronic
questionnaires and one round of one-on-one interviews.
The target population for this study was teachers currently employed in Northern
California, specifically Marin and Sonoma counties, who met the following criteria:
•

employed TK–12 public school teacher possessing a California teaching
credential

•

completed a minimum of 3 years of successful teaching experience

•

served in a formal or informal teacher leadership role for a minimum of 1 year

•

participated in formal teacher leadership training

•

recognized as a leader among teaching peers by the district and/or principal
The researcher partnered with one dissertation sponsor, or expert in the field of

teacher leadership, from each county. These sponsors nominated, screened, and
validated each teacher leader invited to participate on the expert panel. Forty-five
teacher leaders were initially nominated. Of the nominees, 32 agreed to participate and
submitted their signed consent form. Of those who started the study, 29 were able to
compete the first two rounds. A smaller group of the exert panel, six teacher leaders,
participated in the Round 3 one-on-one interviews.
Major Findings
Leadership Skills
Round 1 questionnaire asked the expert panel the open-ended question, “Based on
your experience as an effective teacher leader, what leadership skills are most important
to use in leading educational change initiatives? In no specific order, list the most
important leadership skills teacher leaders use in leading educational change initiatives
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based on your experience as a teacher leader (please list a minimum of five and no more
than 15).” After the results of this round were collected, analyzed, compiled, and shared,
Round 2 questionnaire asked each participant to rate the 30 leadership skills that had been
submitted by four or more participants using the following parameters:
•

Rate no more than 10 as most important

•

Rate no more than 10 as moderately important

•

Rate no more than 10 as least important

The purpose of Round 1 and Round 2 was to bring the expert panel of teacher leaders to
consensus about the most important leadership skills for effectively leading educational
change initiatives. The panel determined that the following six leadership skills were
most critical:
1. Building trusting relationships
2. Advocating equity, access, and opportunity for each student
3. Possessing strong collaborative/facilitative skills
4. Creating a safe environment and navigating discomfort
5. Showing care, support, kindness, and respect
6. Building relationships through communication
Although these skills are listed in order from most highly rated to least highly
rated, the Round 3 interviews provided more insight and slight adjustments. Round 3 was
designed to provide the teacher leaders with describing, giving context, and reflecting on
how each skill was used in their experience. There were three key findings that emerged
from Round 3.
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Key Finding 1
Teacher leaders emphasized the significance of effective relationship building.
Through trust and clear, transparent communication, the success of teacher leaders
depends greatly on their capacity to build and maintain positive relationships.
Key Finding 2
Teacher leaders built sustained trust and were intentional in nurturing trust in their
relationships. Trust within their relationships with peers, administrators, and community
members was the single most critical skill. Equally important to building trust is
sustaining and nurturing trust in those relationships.
Key Finding 3
Once the foundation of high trust relationships has been established, teacher
leaders identified that advocacy for equity, access, and opportunity for each student
possessing strong collaborative/facilitation skills, creating a safe environment and
navigating discomfort, and the ability to show care, support, kindness, and respect are
most important. The panel clearly reiterated that these four leadership skills are critical in
leading educational change initiatives, but they will not bring enduring success and
efficacy without building trusting relationships and strong communication.
Personal Dispositions
The Round 1 questionnaire asked each teacher leader the same question as for
leadership skills but focusing on personal dispositions. Research Question 1 asked,
“Based on your experience as an effective teacher leader, what leadership skills are most
important to use in leading educational change initiatives? In no specific order, list the
most important leadership skills teacher leaders use in leading educational change
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initiatives based on your experience as a teacher leader (please list a minimum of five and
no more than 15).” The responses from Round 1 were collected, analyzed, compiled, and
shared for Round 2. In Round 2, the participants rated the 29 personal dispositions that
had been submitted by four or more participants using the following parameters:
•

Rate no more than 10 as most important

•

Rate no more than 10 as moderately important

•

Rate no more than 10 as least important

The major finding at the conclusion of Rounds 1 and 2 was that the experts came to
consensus that the following five personal dispositions are most important for teacher
leaders to develop and use to effectively lead educational change initiatives:
1. Has courage and commitment to ask hard questions, challenge assumptions, and
advocate
2. Is self-reflective, empathetic, and compassionate
3. Commits to academic growth of all students to close the opportunity gap
4. Is reliable
5. Is willing to risk and try new strategies and techniques to reach all students
These most highly rated personal dispositions are listed in order from high to low.
Theses dispositions were presented to the teacher leaders to reflect on as they participated
in the Round 3 interviews. During the interviews, the panelists shared their
understanding, perspectives, and experiences. Three key findings were learned.
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Key Finding 1
Teacher leaders have the ability to self-reflect, which is a pivotal disposition for
them to possess to be successful. Self-awareness, which was not formally on the list, was
a term used often and interchangeably with self-reflective.
Key Finding 2
Teacher leaders have strong commitment, which is defined as a leader’s passion
and sense of obligation to something. This could be a commitment to a cause, value,
project, or belief.
Key Finding 3
Teacher leaders who are successful in leading educational change initiatives are
highly reliable. Teacher leaders’ willingness to show up, do the work, maintain focus,
and be dependable is vital to their individual success and the success of their goals.
General Teacher Leadership
This study focused solely on identifying the leadership skills and personal
dispositions that are most important for teacher leaders to effectively lead educational
changes initiatives. There were, however, two general but equally major key findings that
arose in the Round 3 interviews.
Key Finding 1
Teacher leaders who have or are currently finding success in leading educational
change initiatives in their school or district are actively engaged in explicit leadership
development. Although it takes many forms, participants shared that their leadership was
an area of focus for growth.
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Key Finding 2
Teacher leaders who find success are provided opportunities to genuinely lead,
meaning the ability to take risks, engage in research, and be trusted to guide and
influence a team.
Unexpected Findings
Throughout the study, the researcher recorded several unexpected findings in the
data collection process and results of each round. The first was in the open-ended
Round 1 questionnaire. Although the definitions for the key terms leadership skill and
personal disposition were defined and an extensive list of examples was provided, there
were multiple items listed in the opposite category or in both categories. The researcher
confirmed the definition and/or understanding of each of these items with the teacher
leader who submitted them to ensure it was accurately recorded and analyzed. The first
unexpected finding was that there were several items that could be defined as a skill or
disposition depending on the context. One such example was communication, appearing
in multiple ways as a leadership skill and personal disposition. In the end, the panel came
to consensus that in the context of developing effective leadership, it was most
appropriately categorized as a skill.
The second unexpected finding was that the Round 2 questionnaire was very
difficult for the participants to complete. Although it was simple and straight forward to
navigate, multiple participants expressed that they had a very hard time rating a skill or
disposition on the list as least important when they were all important. Most notably,
teachers reported feeling guilt when using this rating throughout the process. Quite a few
participant submissions did not adhere to the parameters of only rating 10 items with each
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rating, so the researcher had to request that they be reprioritized. In most cases, these
participants shifted their ratings, but several did not.
The final unexpected finding was that being provided the opportunity to serve as a
teacher leader, regardless of the grade band they taught, project or initiative they were
leading, or level in which they were holding a leadership role (department, school wide,
district wide, or beyond), was a point of pride and job satisfaction. Every member of the
expert panel who was interviewed took time, most often during Research Questions 3 and
4, to express how much their leadership experiences had positively impacted and shaped
them as professionals and that they wished there were more opportunities available for
teachers to take on leadership roles while still teaching.
Conclusions
This Delphi study was based on the premise, and confirmed by decades of
research, that teacher leaders have the potential to be most effecting in leading
educational change initiatives. The gap in research, however, is how to best support
teachers to be effective leaders in their field. The purpose of this study was to help fill
this void by identifying the most important leadership skills and personal dispositions
based on the experience of teachers who have achieved such success. Through the data
collection and analysis in this study, the findings revealed and supported several key
conclusions.
Conclusion 1: Leadership Skills
TK–12 public school teachers who have been effective teacher leaders conclude
that there are six critical leadership skills that must be developed and supported through
experience to be successful in leading educational change initiatives:
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1. Building trusting relationships
2. Advocating equity, access, and opportunity for each student
3. Possessing strong collaborative/facilitative skills
4. Creating a safe environment and navigating discomfort
5. Showing care, support, kindness, and respect
6. Building relationships through communication
Each round of the Delphi study narrowed the initial list from 133 to the most
critical six important leadership skills developed by the exert panelists’ Round 1
responses. The panel of teacher leaders came to consensus after Round 2 and provided
descriptions and context for their determinations in Round 3.
Building Trusting Relationships
This skill was reiterated by every panelist as the most vital. With emphasis on the
word trust, the teacher leaders expressed that developing strong, honest relationships is
the crucial foundation upon which every other skill and disposition can be impactful.
Further, the panel confirmed that this skill requires ongoing dedication and nurturing by
the teacher leader for long lasting, systemic change to take place.
Building Relationships Through Communication
Although this skill also emphasizes the importance of building relationships, the
teacher leaders clarified that the word communication is what really defines it. An
effective leader must be able to communicate effectively and adjust the leader’s message
to meet the needs of the audience. This skill can make or break a leader’s impact because
each individual, group, and environment requires a nuanced style and tone.
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Advocating Equity, Access, and Opportunity for Each Student
This skill is most clearly defined as the ability to always remain student centered.
What is best for students and what is comfortable or simple are often at odds, and
effective teacher leaders can always put their personal desires and practices aside in an
effort to improve outcomes for every student. This leadership skill is unique to the study
of teacher leadership. Although all the others skills are important regardless of industry,
the focus on student achievement and opportunities stands apart for educators.
Possessing Strong Collaborative/Facilitative Skills
This skill focuses on the importance of a leader to confidently facilitate a group.
Several panelists acknowledged that many people assume that teachers are comfortable
with public speaking and leading groups of all sizes but that facilitating a classroom
environment is quite different and often does not cross over to leading adults. For this
reason, this skill is defined by developing an understanding of adult learning models and
building confidence in speaking to and with adults. In addition, this skill includes the
ability to read the audience and navigate meetings, discussions, and presentations
smoothly and comfortably.
Creating a Safe Environment and Navigating Discomfort
This is identified as a single skill, but every teacher leader interviewed described
it in two parts. Creating a safe environment was described as the ability to plan
everything from the session’s outcomes and agenda to the room/environment set up and
seating arrangement. Navigating discomfort is the more challenging aspect of developing
this skill. Change is difficult, and everyone responds to the idea and process of change
differently. This skill supports teacher leaders in assisting people as they move through
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the physical and emotional phases of change. Without this skill, initiatives are unable to
continue forward momentum.
Showing Care, Support, Kindness, and Respect
At the core of all trusting, productive relationships is this skill. There was some
debate as to whether this should be categorized as a skill or disposition. In the end, the
word show determined its placement as a leadership skill. For teacher leaders to be
effective, they must be able to be vulnerable in letting those around them see their care
and kindness and feel their support and respect.
Conclusion 2: Personal Dispositions
TK–12 public school teacher leaders who have proven their efficacy in leading
educational change initiatives in their school or district concluded that there are five
personal dispositions that are most critical for success.
1. Has courage and commitment to ask hard questions, challenge assumptions, and
advocate
2. Is self-reflective, empathetic, and compassionate
3. Commits to academic growth of all students to close the opportunity gap
4. Is reliable
5. Is willing to risk and try new strategies and techniques to reach all students
Through the same process as leadership skills, the researcher used the responses
of the expert panel to narrow the initial list of personal dispositions from 74 to the most
important five. In the final-round interviews, descriptions for each disposition and
context were provided.
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Has Courage and Commitment to Ask Hard Questions, Challenge Assumptions, and
Advocate
Above all, this disposition is defined by the word commitment—the teacher
leaders’ commitment to student opportunity and achievement. Public education in the
United States is plagued with inequities and low-achievement rates; this disposition
allows teacher leaders to question the status quo and maintain a steady voice in support of
the changes the system of education needs to support each student.
Is Self-Reflective, Empathetic, and Compassionate
This personal disposition is focused on the ability to reflect on oneself and the
perspective of those around one. Effective teacher leaders must be able to hear or see
another’s perspective and reflect on how that information impacts them as an individual,
a leader, and the process or desired outcomes.
Commits to Academic Growth of All Students to Close the Opportunity Gap
What stood out in the description of this disposition was the word all. Although it
can be assumed that all teachers are committed to academic growth, not all truly believe
it is within their locus of control. Teacher leaders who effectively lead change initiatives
do so with the deep belief that every student possesses the opportunity and potential to
achieve at high levels.
Is Reliable
This disposition is quite straight forward. Strong leaders in any field must prove
that they can be depended on. Reliability is defined by the leaders’ willingness and ability
to consistently show up and follow through on their commitments.
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Is Willing to Risk and Try New Strategies and Techniques to Reach All Students
Change inevitably requires taking risks. Teacher leaders committed to system
change are not only willing but often eager to try out new strategies and techniques. This
risk-taking behavior proves to be a valuable disposition as a teacher leader.
Conclusion 3: Relationships
The building of relationships is far and above the most vital aspect of effective
teacher leadership. The deep, lasting relationships necessary for leading educational
change initiatives are the lever on which every other skill and disposition depend.
This is an imperative conclusion because teachers, and teachers alone, can
develop relationships at this level because they remain tied to the day-to-day work with
students, have a comradery and relate as equals, engage in shared experiences, and are
often more established in their organization because of their long tenure. Organizations
must invest in identifying teachers interested in leadership and providing support in
developing the leadership skills and dispositions previously listed.
Conclusion 4: Opportunities
Opportunities for teachers to take on leadership roles must be established in
schools and districts for educational change initiatives to take root and achieve the
desired outcomes for students.
Even with the most engaging, high-quality training and support, teacher leaders
cannot develop and hone the craft of leadership without opportunities to lead. These
opportunities need to be well supported, recognized, and respected within the system, and
be authentic and allow for risk taking. In addition, these opportunities must reflect that
teacher leaders are first and foremost classroom teachers already engaged in a full-time
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commitment. Critical meetings, sharing of information, and decision making must take
place and be structured in a manner that ensures their full participation.
Implications for Action
Time and again, teacher leaders surface as the group within the system of public
education who possess the potential to effectively lead the change initiatives TK–12
schools urgently need (Berry, 2013; Danielson, 2007; Fullan, 2005; Katzenmeyer &
Moller, 2009). This information, however, continues to be overlooked because the recipe
for success is still to be written. The research findings elicited by this study and the
conclusions the researcher drew from the three rounds of data collection delineate the
ingredients necessary for schools and districts to invest in to develop effective teacher
leadership. There are four clear implications for actions.
Implication 1
All teacher preparation programs should include a minimum of one required
course in leadership. This course should focus on building confidence as a leader,
understanding the leadership roles a teacher can assume in the profession, and knowing a
basic overview of the most critical leadership skills and personal dispositions for
effective teacher leadership.
Implication 2
TK–12 public schools and districts need to establish a system to train, develop,
and support teachers as leaders within in their organization. This system must focus on
clear outcomes that are student achievement and opportunity centered for teachers to be
committed to the work. Teacher leaders participating must have authentic opportunities to
lead and have access to key meetings, information, stakeholders, and decision making. In
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addition, teachers who successfully complete teacher leadership training and participate
in effective formal leadership need to be compensated for their additional responsibilities
on their salary schedule.
Implication 3
Schools, districts, and individual teachers invested in developing teacher
leadership need to focus their attention on the following six leadership skills:
• Building trusting relationships
• Advocating equity, access, and opportunity for each student
• Possessing strong collaborative/facilitative skills
• Creating a safe environment and navigating discomfort
• Showing care, support, kindness, and respect
• Building relationships through communication
These six skills have proven most important for teacher leaders who have evidenced their
ability to successfully lead educational change initiatives in their school or district.
Explicit training, coaching, and opportunities to practice while receiving ongoing
feedback and support must be embedded in the system of teacher leadership.
Implication 4
Schools, districts, and individual teachers invested in developing teacher
leadership need to focus their attention on the following five personal dispositions:
• Has courage and commitment to ask hard questions, challenge assumptions, and
advocate
• Is self-reflective, empathetic, and compassionate
• Commits to academic growth of all students to close the opportunity gap
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• Is reliable
• Is willing to risk and try new strategies and techniques to reach all students
Debate continues about the degree to which a disposition is a person’s innate character
trait versus something to be learned. Regardless of the reality, these five personal
dispositions are key in the overall success of a teacher leader. Whether teachers take on
the role of already possessing some or all of these dispositions or are actively engaged in
learning them, these dispositions need to be emphasized, measured for growth, and
included in the feedback and coaching process.
Recommendations for Further Research
The findings and conclusions of this study, paired with its limitations, suggest that
further research should be conducted in the following areas of teacher leadership:
• Conduct a study with a panel of solely elementary teacher leaders to determine
whether the leadership skills and personal dispositions identified and prioritized
are different in any way.
• Conduct a study in which tenure in the classroom is a research metric to determine
whether there is a difference in results between teachers who are newer and
teachers who are veterans in the profession.
• Conduct a study post-COVID-19 pandemic to determine whether the sudden
changes in the educational environment (i.e., remote learning, hybrid learning, and
independent study) have had an effect on the key leadership skills and personal
dispositions that teacher leaders prioritize.
• Conduct a study with a panel of teacher leaders who have experienced different
leadership training models: a new teacher support provider certification program,
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acquisition of administrative credential, a district or county sponsored teacher
leadership program/academy, and/or another state or nationally recognized teacher
leadership training program.
• Conduct a study in other regions of California or the United States to determine
whether the most highly rated leadership skills and personal dispositions are
impacted by location.
• Conduct a study with two groups of teacher leaders in which one group’s career
has been solely in education and the other group’s career has entered the
profession from another industry to determine whether there is a difference in the
results based on the individual’s work experience.
• Conduct a study mirroring this one with school and district administrators to
determine whether there would be a difference in the findings from the
administrators’ perspective.
Concluding Remarks and Reflections
The seed for this study took root 7 years ago when I first left the classroom and
moved into an administrative role. After 15 years passionately and enthusiastically
teaching, I was confident in my readiness to embark on a new challenge. My formal area
of expertise was English and world history as a teacher, but what truly inspired and made
me the educator I came to be was teaching middle and high school leadership. When it
came time to earn my master’s degree, it was no surprise that my thesis was designed to
create a yearlong student leadership curriculum that would empower students and help
them develop the skills they need to be leaders in their school and the wider community.
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In July of 2015, I moved out of my classroom and into a cubicle at the district
office and began my administrative journey in the Curriculum and Instruction
Department. Key duties included supporting and coaching teachers, reviewing
curriculum, and designing professional development. Within the first 6 months, I was
confronted with the realization that most teachers I worked with across all schools and
grade levels felt they were unheard, unvalued, incapable of making the decisions, and
generally unempowered to help their students. This phenomenon was in stark contrast to
my own experience and was disheartening and inspiring.
Developing ways to empower teachers and build their leadership capacity became
my underlying mission. In everything from how professional development is designed
and implemented to participating in determining the district’s priorities and goals, teacher
input and collaboration is a core aspect of decision making. Even with the organization’s
commitment to this as a core value, there was little information and few models out there
to support how to develop a formal system of teacher leadership. As a result this Delphi
study came to life.
In some ways, my dissertation experience mirrored my research on developing
student leaders. At the heart of both studies was empowering those most central to the
work at hand. Students have the greatest influence on their peers, leading to more rapid
and long-lasting changes in school culture. Similarly, teachers have the greatest impact
over what happens in the classroom and impact on their colleagues’ decisions, therefore
resulting in swift and more readily practiced changes in instruction and the educational
system.
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I have a deep appreciation for the opportunity to continue to broaden my passion
for and commitment to empowering others. It was an honor to work with the many
teacher leaders who participated in this study and connect with other leaders in education
who share my desire to shift the leadership model in public education. As this study
comes to a close, I am certain that it is just the beginning of my journey in the
development of strong teacher leaders.
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APPENDIX B
Dissertation Sponsor Meeting Abstract
Dissertation Title
Teacher Leadership: A Delphi Study, Critical Leadership Skills and Personal
Dispositions Necessary for Teacher Leaders to Effectively Lead Educational Change
Initiatives in TK-12 Public Schools
Purpose Statement
The purpose of this mixed-method Delphi study is to identify and rate the most
important leadership skills and personal dispositions that effective teacher leaders use in
leading educational change initiatives based on the Center for Strengthening the Teaching
Profession (CSTP) Teacher Leadership Skills Framework. Additionally, this study
explored how effective teacher leaders describe the leadership skills and personal
dispositions that are most important in leading education change initiatives.
Methodology
Consistent with a Delphi method, the instruments used within this study will collect
perceptual data from an expert panel of public-school teachers from Northern California
who have been identified as effective teacher leaders in their organization. Through an
electronic format, two rounds of survey data will be collected from the participants. For
the third round, a selection of the participants will be interviewed. The expert panel will
consist of teacher leaders who are currently in formal leadership roles as selected by the
dissertation sponsors.
Round 1: The expert panel will respond to an open-ended questionnaire to
identify the leadership skills and personal dispositions they feel are most
important in leading educational changes initiatives based on their experience as a
successful teacher leader.
Round 2: The expert panel will review the results of the round 1 questionnaire as
compiled by the researcher and rated the list of leadership skills and personal
dispositions identified by participants as most important in leading educational
changes initiatives based on their experience as a successful teacher leader using a
four-point Likert-scale.
Round 3: A reduced panel of the expert participants will be provided with the
summarized data and ratings. They will be interviewed individually to provide
context and a detailed description of why each leadership skill and personal
disposition was ranked as they were.
Request of Dissertation Sponsor
I am asking for your permission to conduct research within the district’s in your county. I
would like your support in identifying teacher leaders within your county who meet the
established criteria to serve on an expert panel for my study.

184

________________________________________________________________________
First and Last Name
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County Office of Education
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Signature
Date
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APPENDIX C
Invitation to Participate in the Delphi Study (Email)
Dear _____________,
I am Jennifer Larson, a doctoral candidate in the field of Organizational Leadership in the
Department of Education at UMASS Global. I have been an educator for 23 years and
currently serve as the Assistant Superintendent of Education Services in the Novato
Unified School District. My doctoral research study is about the value of supporting
teacher leadership. My study is specifically designed to better understand the leadership
skills and personal dispositions that are most important for teacher leaders to develop be
successful in leading effective educational changes initiatives.
You have been identified as an exemplary teacher leader and selected by [_________],
the Assistant Superintendent of Education Services for the Marin County Office of
Education] OR [_________, the Director of Teacher Development for the Sonoma
County Office of Education]. I am asking for your assistance in the study by participating
in a series of electronic questionnaires. These questionnaires will be administered in a
minimum of two rounds over a two to three-week period. Each round will take
approximately 15 to 20 minutes to complete.
If you agree to participate in the electronic questionnaire, you may be assured that it will
be completely confidential. No names will be attached to any notes or records from the
questionnaires. All information will remain in locked files accessible only to the
researcher. No employer will have access to the electronic questionnaire information.
You will be free to withdraw from the study at any time. Further, you may be assured that
the researcher is not in any way affiliated with your employing agency.
I am available by phone at _________________ to answer any questions you may have.
Your participation would be greatly appreciated.
Sincerely,
Jennifer E. Larson
Doctoral Candidate
UMASS Global University
Cell: [redacted]
Email: [redacted]
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APPENDIX D
Informed Consent and Confidentiality (Email)
Dear [Expert Panelist]:
RESEARCH STUDY TITLE: Teacher Leadership: A Delphi Study, Critical Leadership
Skills and Personal Dispositions Necessary for Teacher Leaders to Effectively Lead
Educational Change Initiatives in TK-12 Public Schools
UMASS GLOBAL University
16355 Laguna Canyon Road
Irvine, CA 92618
RESPONSIBLE INVESTIGATOR: Jennifer E. Larson, Doctoral Candidate
TITLE OF CONSENT FORM: Research Participant’s Informed Consent Form
PURPOSE OF THE STUDY: Thank you for your interest and agreement to participate
in this Delphi study. You are being asked to participate in a research study conducted by
Jennifer E. Larson, a doctoral candidate from Educational and Organizational Leadership
Doctorate Program at UMASS GLOBAL University. The purpose of this Delphi study is
to identify and rate the most important leadership skills and personal dispositions that
effective teacher leaders use in leading educational change initiatives based on the Center
for Strengthening the Teaching Profession (CSTP) Teacher Leadership Skills
Framework. Additionally, this study will explore how effective teacher leaders describe
the leadership skills and personal dispositions that are most important in leading
education change initiatives.
Delphi Study Process: By participating in this study, I agree to participate in electronic
surveys (using survey monkey) completed during two different rounds as described
below. Each round’s survey will take approximately 10 to 15 minutes for you to
complete. Your responses for these rounds will be completely anonymous from the
researcher and the other experts. At the conclusion of round 2, you will be invited to
participate in an optional third round. The third round will be an individual interview
with the research and provide descriptive data to explain why the skills and dispositions
identified are so critical.
Round 1: The expert panel will respond to an open-ended questionnaire to
identify the leadership skills and personal dispositions they feel are most
important in leading educational changes initiatives based on their experience as a
successful teacher leader.
Round 2: The expert panel will review the results of the round 1 questionnaire as
compiled by the researcher and rated the list of leadership skills and personal
dispositions identified by participants as most important in leading educational
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changes initiatives based on their experience as a successful teacher leader using a
four-point Likert-scale.
Round 3: A reduced panel of the expert participants will be provided with the
summarized data and ratings. They will be interviewed individually to provide
context and a detailed description of why each leadership skill and personal
disposition was ranked as they were.
Delphi Study Dates: This Delphi study is anticipated to be conducted from March 14,
2022 to April 1, 2022. Each round, describe above, is scheduled to be completed within
three to five days once the survey email has been sent. While the process is intended to be
conducted quickly, there is some flexibility built into the timeline to allow for any
unforeseen challenges which may arise and the rate of response from all panelists.
Delphi Study Requirements: To ensure the validity and reliability of this study, expert
panelists are requested to review the following requirements of a Delphi study and
confirm your willingness and ability to participate. I understand that:
1. A key feature of the Delphi process is that each round shall be structured in a way
to ensure communication between the expert panelists is anonymous. My name
will not be shared with other members of the expert panel and it is requested that I
do not discuss my participation on the panel until the study is complete.
2. The selection process and selection criteria for this study has been outlined to
ensure that the chosen expert panelists are qualified to identify the critical
leadership skills and personal dispositions necessary to effectively lead
educational change initiatives and rank the degree of importance. As a result, it is
assumed that I have the necessary expertise and experience to effectively
contribute to this study.
3. For each round, detailed instructions will be provided to the panelists by the
researcher to guide the process sent via email with link to the Google Form
questionnaire.
4. The anticipated time needed to complete each round should range from 15 to 20
minutes. The panelists prompt responses are greatly appreciated and will help
ensure the timely completion of the process.
5. Email will be utilized to communicate with panelist.
6. Google Forms will be utilized to gather the panelist’s responses. The response
survey for each round will be sent to you as a link within the body of an email.
7. All computer networks, email systems, and associated internet browsers are
compatible with Google Forms, however panelists are requested to please contact
the researcher as soon as possible if they have difficulty in accessing forms.
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8. At the conclusion of the study, each panelist will be provided with a copy of the
results of the study.
9. My participation in this research study is voluntary. I may decide to not
participate in the study and I can withdraw at any time.
10. My consent is required to publish your name as an expert panel participant.
11. All questions or concerns should be directed to the researcher, Jennifer E. Larson
at [redacted] or by phone at [redacted]. I will make every effort to return your
email within 24 hours.
Consent to Participate
Prior to distribution of the questionnaires, the researcher must obtain your consent to
participate in this research study. Please use the following link to provide your consent
electronically:
LINK HERE
The UMASS GLOBAL University Bill of Rights document is also attached to this memo
for your review and information.
Finally, if you have questions or concerns regarding the information provided in this
email or the research study, please contact Jennifer Larson at [redacted] or [redacted].
Thank you.
Jennifer E. Larson
Doctoral Candidate
UMASS Global University
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APPENDIX E
Informed Consent and Confidentiality Digital Consent Form (Google Form)
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APPENDIX F
UMASS GLOBAL University Institutional Review Board Approval
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APPENDIX G
Research Participant’s Bill of Rights
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APPENDIX H
CITI Clearance “Protecting Human Research Participants” Course
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APPENDIX I
Delphi Study Questionnaire (Rounds 1&2) Feedback by Field Test Participant
Thank you for volunteering to help with my research study by participating in a
field test of these questionnaires. Your experience and feedback will ensure the survey
questionnaires being used for this study are clear and easy to understand for the panel of
expert. Your roll is critical to having a reliable and valid research process.
After completing the two questionnaires, please answer the questions below. Your
answers will help me to refine the directions and the questions. The edits I make in
response to your feedback will improve the survey prior to administering it officially to
the panel of experts from whom I am collecting data for this study. Here is the link to the
survey:
LINK HERE
1. How many minutes did it take you to complete each survey, from the moment you
opened it on the computer until the time you completed it?
a. Round 1 Questionnaire:
b. Round 2 Questionnaire:
2. Did you understand the questionnaires in relation to what you expected based on
the consent agreement for being a participant for this study?
3. Did you understand how the questionnaires fit into the Delphi study process?
Were you confused about any part of the process?
4. Was it clear that your responses were anonymous and the researcher will not
know the name of the participant related to their responses? The responses from
all experts is completed anonymously.
5. Did you understand the round 1 questions?
a. Based on your experience as an effective teacher leader, what leadership
skills are most important to use in leading educational change initiatives
based on the CSTP Teacher Leadership Skills Framework? List no more
than 5 leadership skills.
b. Based on your experience as an effective teacher leader, what personal
dispositions are most important to possess in leading educational change
initiatives based on the CSTP Teacher Leadership Skills Framework? List
no more than 5 personal dispositions.
6. For Round 2 did you understand the instructions about ranking of importance of
each leadership skill and personal disposition based on your perception?
Thank you for your participation!
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APPENDIX J
Delphi Study Round 1 Email
Date:
To: Panel of Experts
From: Jennifer E. Larson
Subject: Delphi Study Round 1 Questionnaire
Thank you for agreeing to participate in my Delphi study. As you know, you have
been identified by County Office Officials for having met the criteria for this study to
represent teacher leaders in your region. Your participation in this study will help
determine the most critical leadership skills and personal dispositions necessary for
teacher leaders to effectively lead educational change initiatives in TK-12 public schools.
This is the first of two rounds in which all panelists will participate to complete the
Delphi process. A smaller group of the panel will complete a third round, and you will
have the opportunity to opt in to this group at the end of round two.
Please complete the survey linked below within 5 days of this email. The Round 1
Questionnaire can be accessed by using the following link:
LINK HERE
Thank you again for your participation and if you have questions or concerns, I can be
reached at [redacted] or at [redacted].
Respectfully
Jennifer E. Larson
Doctoral Candidate
UMASS Global University
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APPENDIX K
Delphi Study Round 1 Questionnaire (Google Form)
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APPENDIX L
Delphi Study Round 2 Email
Date:
To: Panel of Experts
From: Jennifer E. Larson
Subject: Delphi Study Round 2 Questionnaire
Thank you for participating in the first round of this Delphi Study. Your
responses, along with the other 28 expert participants, have been compiled to determine
the ten leadership skills and personal dispositions most frequently identified in round 1.
Your participating in the next round, round 2, will help prioritize each items importance
by rating them based on your personal experiences and perceptions. This ranking will
further determine the most critical leadership skills and personal dispositions necessary
for teacher leaders to effectively lead educational change initiatives in TK-12 public
schools.
As I mentioned in my last email, a smaller group of the panel will complete a third round
at the conclusion of round 2. In the round 2 questionnaire, the last question will ask if
you’d like to participated this optional round. Round 3 will be an interview, provide an
opportunity to give more description, context and reasoning for the skills and dispositions
identified.
Please complete the survey linked below within 5 days of this email. The Round 2
Questionnaire can be accessed by using the following link:
LINK HERE
Thank you again for your participation and if you have questions or concerns, I can be
reached at [redacted] or at [redacted].
Respectfully
Jennifer E. Larson
Doctoral Candidate
UMASS Global University
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APPENDIX M
Delphi Study Round 2 Questionnaire (Google Form)
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APPENDIX N
Delphi Study Round 3 Field Test Interviewee Feedback Questions
While conducting the interview, the interviewer should take notes of their clarification
request or comments about not being clear about the question. After you complete the
interview ask your field test interviewee the following clarifying questions. Try not to
make it another interview; just have a friendly conversation. Either script or record
their feedback so you can compare with the other two members of your team to develop
your feedback report on how to improve the interview questions.
1. How did you feel about the interview? Do you think you had ample opportunities
to describe each of the leadership skills and personal dispositions based on your
experiences as a teacher leader?

2. Did you feel the amount of time for the interview was ok? Was the pace okay?

3. Were the questions clear or were there times where you were uncertain what was
being asked?

4. Can you recall any words or terms being used during the interview that were
confusing or unfamiliar?

5. And finally, did I appear comfortable during the interview?
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APPENDIX O
Delphi Study Round 3 Field Test Interview Feedback Reflections Questions for both
the Interviewer and the Observer
Conducting interviews is a learned skill and research experience. Gaining valuable
insight about your interview skills and affect with the interview will support your data
gathering when interviewing the actual participants. Complete the form independently
from each other, then discuss your responses. Sharing your thoughts will provide
valuable insight into improving the interview process.
1. How long did the interview take? Did the time seem to be appropriate? Did the
respondents have ample opportunities to respond to questions?
2. Were the questions clear or were there places where the interviewees were unclear?
3. Were there any words or terms used during the interview that were unclear or
confusing to the interviewees?
4. How did you feel during the interview? Comfortable? Nervous?
5. For the observer: How did the interviewer appear during the interview?
Comfortable? Nervous?
6. Did you feel prepared to conduct the interview? Is there something you could have
done to be better prepared?
7. For the observer: From your observation did the interviewer appear prepared to
conduct the interview?
8. What parts of the interview went the most smoothly and why do you think that was
the case?
9. What parts of the interview seemed to struggle and why do you think that was the
case?
10. If you were to change any part of the interview, what would that part be and how
would you change it?
11. What suggestions do you have for improving the overall process?
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APPENDIX P
Delphi Study Round 3 Email
Date:
To: Panel of Experts
From: Jennifer E. Larson
Subject: Delphi Study Round 3 Interview
Thank you for agreeing to participate in the third and final round of this Delphi
study. The third round is unique in that it is a 1:1 interview. During our time together,
you will have the opportunity to provide description, context, and reasoning for why each
of the identified leadership skills and personal dispositions are critical for teacher leaders
to be effective in leading educational change initiatives.
While you are one of five expert participants being interviewed in this round, you will
remain completely anonymous. Our interview will be 1:1, and you can decide if an in
person or virtual interview is most appropriate and accessible for you.
We will be meeting on [DATE] at [TIME]. If we meet virtually, you will receive a Zoom
link on the morning of our interview.
[ZOOM LINK HERE IF REQUIRED]
Thank you again for your participation and if you have questions or concerns, I can be
reached at [redacted] or at [redacted].
Respectfully
Jennifer E. Larson
Doctoral Candidate
UMASS Global University

209

APPENDIX Q
Audio Release Form
RESEARCH STUDY TITLE: Teacher Leadership: A Delphi Study, Critical
Leadership Skills and Personal Dispositions Necessary for Teacher Leaders to Effectively
Lead Educational Change Initiatives in TK-12 Public Schools
UMASS GLOBAL UNIVERSITY
16355 LAGUNA CANYON ROAD
IRVINE, CA 92618
I authorize Jennifer E. Larson, UMASS GLOBAL University Doctoral Candidate, to
record my voice. I give UMASS GLOBAL University and all persons or entities
associated with this research study permission or authority to use this recording for
activities associated with this research study.
I understand that the recording will be used for transcription purposes, and the
informationobtained during the interview, without any linkage to my identity, may be
published in a journal/dissertation or presented at meetings/presentations.
I will be consulted about the use of the audio recordings for any purpose other than
those listed above. Additionally, I waive any right to royalties or other compensation
arising or correlated tothe use of information obtained from the recording.
By signing this form, I acknowledge that I have completely read and fully understand
the above release and agree to the outlined terms. I hereby release any and all claims
against any person or organization utilizing this material.
_________________________________________

________________________

Signature of Participant or Responsible Party

Date
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APPENDIX R
Delphi Study Round 3 Interview Script
Good afternoon, my name is Jen Larson. I am a doctoral candidate from the
Doctor of Education in Organizational Leadership Program at UMASS GLOBAL.
First and foremost, thank you for agreeing to participate in this study. While my
goal is for this interview to be a comfortable and informal dialogue, I will be reading
much of it to guarantee, as much as possible, that my interviews with each teacher leader
are similar.
Your participation in this study will help determine the most critical leadership
skills and personal dispositions necessary for teacher leaders to effectively lead
educational change initiatives in TK-12 public schools.
I am conducting research in the field of Teacher Leadership. While decades of
research has clearly shown the impact and importance of teachers taking on leadership
roles, there is a significant lack of data to show what skills and dispositions are most
important for schools and districts to support and develop.
The Delphi research method is designed to elicit consensus through multiple
rounds of data collections. The first round of this study gave a group of [32] teacher
leaders proven to be effective in their ability to lead the opportunity to list the leadership
skills and personal dispositions they deem most critical based on their personal
experience. These results were collected, analyzed, and compiled by the researcher and
the thirty most frequently reported leadership skills and [29] personal dispositions named
were shared back to the expert panel. In round 2, [29] of the [32] panelists rated each
leadership skills and personal dispositions as “Most Important”, “Moderately Important,
or “Least Important”. The data from this round was used to create the final list of the six
most critical leadership skills and five personal dispositions necessary for teacher leaders
to effectively lead educational change initiatives in TK-12 public schools.
I am now conducting interviews with six of the 29 panelists that completed the
full study. The purpose of this third and final round is to collect descriptive data to better
explain each of these leadership skills and personal dispositions, why they are so critical,
and how schools and districts can best support teachers in developing in these areas.
Informed Consent (required for Dissertation Research)
I would like to remind you that any information obtained in connection to this
study will remain confidential. All of the data will be reported without reference to any
individual(s) or any institution(s). After I record and transcribe the data, I will send it to
you via electronic mail to check that I have accurately captured your thoughts and ideas.
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You received the Informed Consent and UMASS GLOBAL University Bill of
Rights in an email and responded with your approval to participate in the interview.
Before we start, do you have any questions or need clarification about either document?
We have scheduled an hour for the interview. At any point during the interview,
you may ask that I skip a particular question or stop the interview altogether. However, I
will record our conversation as indicated in the Informed Consent to ease our discussion
and accuracy.
Do you have any questions before we begin?
Okay, let us get started, and thank you again for your time.
Prior to this meeting, I provided you with the results of the study so far. As a reminder
the panel of expert teacher leaders, including yourself, identified the following leadership
skills and personal dispositions as most critical for teacher leaders to effectively lead
educational change initiatives in TK-12 public schools.

Leaderships Skills (17 or more scored as most important)
•
•
•
•
•
•

Shows care, support, kindness, and respect
Creates a safe environment and navigates discomfort
Builds relationships through communication
Advocates equity, access, and opportunity for each student
Possesses strong collaborative/facilitation skills
Building trusting relationships

Personal Dispositions (16 or more scored as most important)
•
•
•
•
•

Is willing to risk and try new strategies and techniques to reach all students
Self-reflective, empathetic, and compassionate
Commits to academic growth of all students to close the opportunity gap
Reliable
Has courage and commitment to ask hard questions, challenge assumptions, and
advocate

1. From your experience, how do you describe the leadership skills that were
identified as most important in leading educational change initiatives?
2. From your experience, how do you describe the personal dispositions that were
identified as most important in leading educational change initiatives?
3. What has been the single most impactful leadership skill for you personally and
give an example of an experience where this was highlighted?
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4. What has been the single most impactful personal disposition for you personally
and give an example of an experience where this was highlighted?
Thank you very much for your time. If you like, when the results of my research are
known, I will send you a copy of my findings.
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